Promoting Intercultural Understanding, Connectedness, and Belonging: An Independent Qualitative Evaluation of Together for Humanity Programs by Gale, Fran (R9445) et al.
  
Promoting Intercultural Understanding, Connectedness, and 
Belonging: An Independent Qualitative Evaluation of Together for 
Humanity Programs 
 
November 2019 
Report Authors 
Fran Gale, Michel Edenborough, Emery Boccanfuso, Mary Hawkins, Catherine Sell 
Project Investigators 
Fran Gale, Michel Edenborough, Mary Hawkins, Deirdre Russell-Bowie 
Project Researchers 
Catherine Sell, Fran Gale, Michel Edenborough, Iman Moussa, Mary Hawkins, Deirdre Russell-Bowie, 
Emery Boccanfuso, Norma Allam, Dayle Sumner, Emily Stuart 
 
 
  
Suggested Citation 
Gale, F., Edenborough, M., Boccanfuso E., Hawkins, M., Sell, C. (2019). Promoting intercultural 
understanding, connectedness and belonging: An independent qualitative evaluation of Together For 
Humanity programs. Western Sydney University, Australia.   
 
Acknowledgements 
The evaluation team wish to thank students and teachers from the following schools: Arkana College 
Primary School, Australian International Academy (Kellyville), Catholic Education Office (Diocese of 
Wollongong), Granville Boys High School, Masada College, Mount Sinai College, Punchbowl Boys’ High 
School, Strathfield South High School, and Wiley Park Girls High School. This evaluation also benefited 
from consultative meetings with the staff and stakeholders of Together For Humanity.
The evaluation was commissioned by the Together For Humanity Foundation. 
 
  
 1 
 
Acronyms 
 
ABCD        Acceptance, Belonging, Connectedness through Discovery  
AIA            Australian International Academy 
DEECD      Department of Education & Early Childhood Development 
DET           Department of Education & Training 
F2F            Face to Faith 
GPP           Good Practice Program  
ICU             Intercultural Understanding 
NSW           New South Wales 
P&C            Parents & Citizens Association 
PDHPE        Personal Development, Health & Physical Education 
PE                Physical Education 
Pre TFH      Pre Together For Humanity (before participating in the TFH program) 
Post TFH     Post Together For Humanity (after participating in the TFH program) 
SERAP         State Education Research Applications Process 
TBIGC         Tony Blair Institute for Global Change 
TFH             Together For Humanity 
UNICEF       United Nations International Children's Emergency Fund 
UNSW         University of New South Wales 
WSU            Western Sydney University 
 
 
 
 
 
 2 
Executive Summary 
This report presents an independent evaluation of the extent to which Together for Humanity’s 
programs – particularly the Prejudice and Belonging and Good Practice Programs – achieve their aims. 
Critical, was understanding the extent to which Together for Humanity programs support learners to 
improve their understandings and skills in intercultural understanding, belonging and connectedness, 
resilience, compassion, and creative and critical thinking. Further, the report contextualises Together 
for Humanity’s operations within an updated scope of current research on best practice.   
A qualitative methodology was utilised. Students and school staff participated in in-depth interviews 
pre- and post-program delivery. Participants were from eight diverse primary and secondary schools 
across the South-Eastern Sydney metropolitan region where Together for Humanity programs were 
delivered from 2018 to 2019. 
Findings are discussed through six emergent themes from the data, each including sub-themes. 
 Intercultural understanding – TFH participants clearly articulated that they valued gaining 
more nuanced understandings of culture from their participation in TFH programs. They 
described advancing their understandings, particularly from having the opportunity to reality-
test stereotypes about people from different cultural backgrounds by directly meeting and 
interacting with them, often disproving negative stereotypes. 
 Respect – TFH participants praised how TFH programs equipped them to have open and 
respectful discussions about cultural and religious differences; subject matter which can 
sometimes be expressed in uncontained outbursts in other environments. TFH programs 
consciously and actively constructed an environment in which no one religious or cultural 
group had privileged status over another. Participating students expressed feeling their 
contributions were valued. Suspension of judgement was thus facilitated in order to engage in 
open listening- a necessary precondition to then be able to partake in reciprocal, respectful 
recognition of people from different cultural backgrounds. 
 Empathy – TFH participants speak of becoming more open to reaching out to connect with 
people from different backgrounds to themselves. They described how sharing their 
backgrounds and stories as well as exchanging practices and traditions helped expand a sense 
of shared humanity through making emotional connections with others’ experiences, cultural 
similarities and differences.  
 Belonging – TFH programs were key spaces for the expansion of language and terminology 
around belonging, promoting articulate, meaningful discussions. TFH students, compared 
with pre – TFH students, expressed more nuanced understandings of belonging, typically 
describing inclusion, trust, safety, and equality. Critical media literacy skills were strengthened 
concerning the negative representation of cultural groups; at the same time, some students 
saw value in social media offering positive spaces to experience a sense of belonging through 
online communities. 
 Diversity, multiplicity, and shared humanity – TFH participants expressed recognising and 
seeing the similarities and shared understanding that they have with others from different 
cultural backgrounds. Further, when asked to identify what they considered were “Australian 
values”, almost all TFH participants included multiculturalism and diversity in their responses. 
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Consequent “real world” behaviour changes when interacting with people from different 
cultural backgrounds were reported by some students post TFH programs. 
 Confidence – TFH participants perceived markedly improved self-confidence through 
expanding interpersonal communication abilities, building new connections with others from 
diverse backgrounds and overcoming fears of new social and intercultural situations. TFH 
students also developed confidence in recognising when to seek support as well as 
developing an increased awareness of their rights and obligations when challenging racism 
and discrimination, drawing upon understandings of human rights.  
 
In conclusion, the evaluation found that TFH programs are effective in assisting students to challenge 
stereotypes and alleviate their fears; TFH programs empower students to deal with prejudice and 
discrimination and promote the acquisition of empathy and mutual acceptance and belonging.  TFH’s 
operational processes are also discussed, including staff engagement, student involvement, and 
suggestions for enhanced operations. 
The authors draw five key recommendations from the findings: 
1. Engage a whole-school community approach 
2. Enhance student ownership of programs 
3. Increase inclusivity of programs along particular domains 
4. Consider the development of a social media strategy 
5. Review specific program mechanisms 
We recognise that recommendations can only be implemented to the extent that available funding 
can support them.  
Given currently rising levels of discrimination, for example, Islamophobia and anti-Semitism in 
Australia and more broadly; there is an urgent need for antiracism education and promotion of 
intercultural understanding in schools making the work of TFH compellingly relevant. 
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Promoting Intercultural Understanding, Connectedness, and 
Belonging: An Independent Qualitative Evaluation of Together for 
Humanity Programs 
AIM 
The purpose of this evaluation is to determine the extent to which Together For Humanity (TFH) 
programs, particularly the Prejudice and Belonging and Good Practice Programs, are successful in 
achieving their education purposes. It aims to answer the following question: To what extent do the 
TFH programs support learners (students, teachers, and other school members) to improve their 
understandings and skills in relation to intercultural understanding (ICU) as defined in the Australian 
Curriculum; belonging to and connectedness with groups in the school and the broader society; 
personal resilience, compassion, creative and critical thinking. This overarching aim may be divided 
into two key objectives. 
OBJECTIVES 
Assess the extent to which TFH programs provide lasting and positive attitudinal changes for 
students from diverse social and cultural backgrounds, including improved knowledge and 
appreciation of others. 
Assess the extent to which TFH programs foster an inclusive sense of belonging and willingness to 
participate in Australian society, particularly among potentially alienated/marginalised youth 
and new arrivals, and provide potential at-risk students opportunities to develop alternative 
viewpoints and embrace positive narratives. 
BACKGROUND: THE AUSTRALIAN CHALLENGE 
Race is commonly thought to refer to human skin colour and phenotype, but it may be better defined 
as an ideological system that grants power to some and subordinates others (Hawkins, 2016, p. 12). In 
this meaning, race has always mattered in Australia. In the 19th century, a small population of 
primarily British descent harnessed colonial notions of white racial superiority to separate themselves 
from, and elevate themselves above, Australia’s indigenous peoples, as well as non-British migrant 
groups, most significantly groups from China. In the early 20th century, the concept of race came 
under attack from social scientists, most famously by the New York-based anthropologist Franz Boas, 
who declared that racial prejudice was the greatest obstacle to any understanding of human 
difference (Hawkins, 2016, p. 15). First in the academy, and then among the general population, ‘race’ 
came to be supplanted by ‘ethnicity’, distinguished from race by its emphasis on cultural difference 
and referring to groups who shared language, traditions, and often religion. Ethnicity is now the most 
common term used to refer to cultural difference within diverse societies such as Australia.  
Australia’s population is currently about 25,262,000. Of these people, just over ten million live in 
either Sydney, the capital of the state of New South Wales, or Melbourne, the capital of the state of 
Victoria (www.abs.gov.au). One in four Australians are first-generation immigrants, while 43% are 
either first or second generation: In Sydney this figure is 61%. Post World War II, immigration policy 
was based on the Immigration Restriction Act of 1901, commonly known as the White Australia 
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Policy, which favoured white British migrants over all others, but this policy was progressively 
dismantled until its abolition in 1973. In practice, immigration has drawn people from throughout the 
world to Australia. Although the United Kingdom and New Zealand remain the two largest sources of 
migrants, in recent years, the migrant intake from Asia, Africa, and the Middle East has increased 
considerably (Collins, 2013, p. 134). At the same time, immigration policy has changed significantly, 
from a focus on permanent family and humanitarian migrant resettlement to an increasing 
prioritisation of skilled and highly qualified permanent and temporary immigrants. In the process, and 
despite the rise of anti-immigration protest groups and the political popularity of anti-immigration 
rhetoric, Australia’s policy of managing ethnic diversity through multiculturalism has survived, and 
Australia rates either first or second (behind Canada) on the global scale of successful integration of 
migrants (Collins, 2013; Kymlicka, 2012).  
The foundations for multiculturalism were laid more than four decades ago. In a 1973 speech entitled 
A Multi-Cultural Society for the Future, the Minister for Immigration under the Whitlam Labor 
Government, Al Grassby, introduced the term ‘multiculturalism’ and laid out the basis for a new 
immigration policy, but it was the subsequent conservative government led by Malcolm Fraser that 
translated the concept into legislation. Fraser was keen to reject the key premises of Australia’s 
previous assimilationist policies: that immigrants should leave their culture behind, and that there 
was no need to establish migrant services or institutions as these would only be a hindrance to 
migrant assimilation. In 1977, he appointed an Australian Ethnic Affairs Council, which in the same 
year provided a submission to the Australian Population and Immigration Council entitled Australia as 
a Multicultural Society. This report read, in part, 
In our view, an acceptance of the multicultural nature of Australian society implies that government 
and established institutions acknowledge the validity of ethnic cultures and respond in terms of ethnic 
beliefs, values and customs . . . What we believe Australia should be working towards is not a 
oneness, but a unity, not a similarity, but a composite, not a melting pot but a voluntary bond of 
dissimilar people sharing a common political and institutional structure. (www.aph.gov.au) 
In 1978, the Galbally Report, presented by Malcom Fraser to the Parliament of Australia, set out the 
requirements for the legislative enactment of multiculturalism: All members of society should have 
equal opportunity to realise their full potential; every person should be able to maintain their own 
culture without prejudice or disadvantage; the needs of migrants should in general be met by 
programs and services available to the whole community, but special services and programs should 
be established to ensure equality of access and provision; and services and programs should be 
designed and operated in full consultation with clients (www.aph.gov.au).  
Successive governments would be more or less enthusiastic in their support of multiculturalism, but 
multiculturalism has become firmly entrenched in Australian culture, not least perhaps because it well 
accords with how Australians like to view themselves, as open and egalitarian. However, this does not 
mean that racism has disappeared. Recent surveys have reported high levels of opposition and 
intolerance towards migrants (Markus, 2014). For example, Kevin Dunn’s Challenging Racism Project, 
based at the University of Western Sydney 
(http://www.uws.edu.au/ssap/ssap/research/challenging_racism), has found high levels of racism 
directed towards, in particular, Muslim Australians, and national surveys in high immigration 
concentration suburbs of Australia’s major cities have found lower levels of trust and community 
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participation and higher levels of negativity than is evident in areas of low ethnic diversity (Markus, 
2014). There is also evidence of ethnic discrimination in the Australian labour market—job applicants 
with distinctly different names but similar resumes to other applicants are less likely to be called to 
interview than are applicants with more ‘Australian’ names (Collins, 2013, p. 141). Moreover, rates of 
employment for more recent immigrant ethnic groups are far higher than the national average, and 
humanitarian entrants are the most disadvantaged: At the 2006 census, the unemployment rate for 
those from Somali was 30.7% and from the Sudan 28.2% at a time when national unemployment was 
below 6% (Collins, 2013, p. 141). 
We might conclude from this that everyday Australian multiculturalism is practised within a society 
where ethnic difference may in reality mean ethnic prejudice. Ghassan Hage (2000, 2003) has 
provided a compelling analysis of the language of multiculturalism, pointing out that its primary 
concepts—tolerance, generosity, and cultural enrichment—are enmeshed in certain power 
relationships in which the tolerant/white group, who may at any time become intolerant, stands in a 
relation of domination to those they are supposedly ‘tolerating’ and where assimilation remains the 
ideal, albeit an often unspoken one (Hawkins, 2014, p. 111). There are countless examples of such 
tolerance in practice, from debates over whether Muslim women should be ‘allowed’ to wear a veil to 
the outright hostility of statements, almost always made by white Australians, such as ‘I should have 
the right to have a say in who comes into my country’ (Pauline Hanson, cited in Ang, 1999, p. 189). 
Further, while race may have retreated in the academy, racism and processes of racialisation—the 
attachment of racial meaning to previously unracialised relationships—remain in evidence. For 
example, racialisation in Australia has resulted in people from Islamic backgrounds being seen as a 
‘race’ (Fozdar et al., 2009, p. 21). 
Religion and spirituality, while not main features of Australian cultural life post 1788, have 
nevertheless also been important in shaping Australian attitudes and institutions (Hudson, 2016, p. 
ix). Various forms of Christianity (especially Anglican, Catholic, and Protestant) have been dominant 
influences in politics, the law, the labour movement, welfare, healthcare, and education (Hudson, 
2016, p. ix), and the Enlightenment has also been formatively important (Clark,p.1962–1999). Yet 
other traditions (for example, Jewish, Islamic) have also been foundational to Australian society. 
Although antisemitism is perennial, Jewish convicts were present in the First Fleet, and during the 
19th century, Jews fully participated in Australian life and did not experience discrimination. From the 
late 19th into the 20th century, refugees from European pogroms and the Holocaust were assimilated 
into the mainstream: Jewish participation has been unconstrained and of a very high order (NSW 
Jewish Board of Deputies, 2009). Muslim migration to Australia took place over three distinct periods: 
the Colonial, the 'White Australia', and the Multicultural periods. Muslim cameleers in particular 
played an indispensable part in the exploration of Australia. Contemporary Australia is increasingly a 
story of religious diversity, with Hinduism, Sikhism, Islam, and Buddhism all increasingly common 
religious beliefs. Hinduism had the most significant growth between 2006 and 2016, driven by 
immigration from South Asia (Australian Bureau of Statistics 2016-2017). 
As noted in the above discussion, racism against Indigenous and non-white peoples is bedrock to 
colonial and post-Federation Australia and was quintessentially expressed through the White 
Australia policy. Despite the abolition of the latter in 1973, racism against Indigenous peoples persists 
with enduring impacts on health (Markwick, Ansari, Clinch, 2019; Paradies, Harris, & Anderson, 2008), 
and there is evidence in the current geopolitical climate of a hardening attitude against Muslims in 
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Australia (Kebir, 2006). Since 2001, the ‘war on terror’ has encouraged Far Right sentiment and 
diminished public acceptance of refugees and arguably of racial and ethnic minorities, including 
Muslims in particular: There is a link between Islamophobia and poor mental health, suboptimal 
health behaviours, and unfavourable healthcare-seeking behaviours (Ferdinand, Kelaher, & Paradies, 
2013; Samari et al., 2018). It is an open question whether and how these and other minority groups 
experience non-belonging and social exclusion in Australia; despite some studies suggesting mutual 
acceptance of diversity (Dunn et al., 2015), racism remains endemic (e.g., Abdel-Fattah, 2016; Forrest 
et al., 2016; McGregor, 2013) with its impacts apparently proportional to the volume of 
discrimination experienced (Ferdinand et al., 2013, 2015). 
Indigenous/Aboriginal and Torres Strait Islander (hereafter Indigenous) experiences of racism are 
particularly acute and also structural in nature. Indigenous spirituality, historically poorly understood 
by non-Indigenous inquirers, has not proved reducible to European notions of ‘religion’ or ‘spirit’ and 
is radically different in ideas of time, place, and agency (Hudson, 2016, p. 187; Swain, 1991). Despite 
the devastation of colonial dispossession and its sequelae, Indigenous spirituality offers cooperation, 
nondualism (e.g., between nature and culture, sacred and profane), and nonseparation from 
wellbeing’s other dimensions: autonomy, recognition, family and community, culture, Country, basic 
needs, work, roles and responsibilities, education, and physical and mental health (Butler et al., 
2019). Nontheistic yet nonfamiliar, Indigenous spirituality arises from the sacredness of the land and 
its fauna and flora. Narratives of ancestral figures inscribe or alter Country, which has causal power 
and ownership over human beings (Hudson, 2016; Rose, 2004; Stanner, 1979; Swain, 1991). 
Aboriginal scholars like Djiniyini Gondarra have responded to white nonunderstandings by reworking 
Christianity for Aboriginal people in Indigenous terms: viewing the Dreaming as divine gift of Law in 
which Jesus was present, asserting the dignity and worth of Indigenous cultures, advancing 
communalism as a corrective to Western individualism (Hudson, 2016; Loos, 2007), and emphasising 
reconciliation and justice in response to White settlement, white racism, and the consequences. 
Indigenous Australians offer the newcomers the gift of deep listening, the chance of learning the 
meaning of Country (Ungunmerr, cited in Stockton, 1995).  
Australian schools are a crucible for all these debates and tensions and represent an opportunity early 
in life to address the formative attitudes and experiences that underpin acceptance and celebration 
of difference. Australian schools in their efforts to be inclusive have confronted social conflict and 
unrest, especially in relation to religious racism or Islamophobia (Keddie, Wilkinson, Howie, & Walsh, 
2017). Findings of one large study showed that, overall, school students throughout Australia evince 
goodwill towards Muslims and Islam, but also that neutral and other stereotypical attitudes occur, 
possibly contributed to in part by recent migration to Australia (Ata, 2016). While much attention has 
focused on Muslim and nonreligious children’s experiences, some studies have also found that 
antisemitism is common in some Australian schools and that intervention about antisemitism is 
required (Ben-Moshe & Halafoff, 2014; Keddie et al., 2017). Researchers affirm the need for more 
antiracism education and promotion of intercultural understanding in schools (Ben-Moshe & Halafoff, 
2014), making the work of TFH even more compellingly relevant.  
SNAPSHOT OF THE LITERATURE  
This brief literature review begins with an overview of evidence-based strategies that are known to 
increase intercultural understanding, before focusing on the pedagogy of school-based interventions. 
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Interventions that focus on intercultural and interfaith understandings, dialogical open-mindedness 
and promoting empathy are discussed. Evidence regarding efficacy and best practice principles is then 
highlighted, along with gaps in existing literature. While a breadth of programs have been 
implemented and evaluated globally and within Australia, many have been limited by a lack of 
longitudinal design and systematic evaluation of attitude and behavioural changes (Walton et al., 
2012). Consequently, merits of current evidence need to be considered alongside these limitations. 
Intergroup contact, empathy, and challenging cognitive biases are approaches all known to have 
effectiveness in addressing prejudice and discrimination. Empathy is discussed in more detail later in 
this review. Here, intergroup contact and addressing cognitive bias are briefly examined in turn. 
Evidence is robust for positive intergroup contact—that is, mutual interactions between members of 
different social or cultural groups—reducing intergroup prejudice (Pettigrew & Tropp, 2006). This 
approach is widely acknowledged as valuable to incorporate into school-based programs designed to 
promote positive intercultural attitudes and practices (see Walton et al., 2012; White & Abu-Rayya, 
2012; White et al., 2009). For optimal outcomes, the quality of intergroup contact (not just quantity) 
(White et al., 2009) is facilitated when (1) the interaction is cooperative (not competitive), (2) 
participants work towards a common goal, (3) participants have equal status within the situation, and 
(4) there is institutional/authority support of the interaction (Allport, 1954; Pettigrew & Tropp, 2006). 
A number of cognitive strategies have been found to reduce implicit race bias; these include 
individuation (thinking of the ways individual members of different cultural groups are unique, 
thereby challenging homogenising group stereotypes), counterstereotypic imaging (thinking of 
examples of outgroup members who defy negative stereotypes about their group), and stereotype 
replacement (participants reflect when they have a stereotypical thought about an outgroup 
member, recognise it as such, and replace that thought with an unbiased one) (Devine, Forscher, 
Austin, & Cox, 2012).  
The Australian Curriculum (2019) recognises intercultural understanding as comprising three core 
capabilities: to recognise and develop respect for culture, to interact and empathise with others, and 
to take responsibility and reflect on intercultural experiences. A number of important interventions to 
achieve these aims have been evaluated (for instance, see Asia Education Foundation, 2015; Bezzina 
& Butcher, 2008; Halse et al., 2015; Walton, Priest, & Paradies, 2013). The Victorian Department of 
Education and Early Childhood Development (DEECD), for example, undertook a detailed evaluation 
of their Intercultural Understanding Field Trial (Walton et al., 2012) conducted in 26 Victorian schools. 
The aim of the trial was to promote intercultural understanding in both school and broader 
community, incorporating three core elements identified as key to previously successful programs: (1) 
inclusiveness of students of all backgrounds, not only those who are culturally visible, (2) facilitating 
positive intergroup contact, and (3) explicitly working and addressing intercultural understanding 
barriers such as racism and prejudice. Each school was given the freedom to create projects that, 
while meeting the aims of the Field Trial, were most relevant and appropriate to their local context. A 
mixed-methods approach (pre and post evaluation) found that students developed increased 
intercultural awareness and also reported being more aware of racism as a problem in their school; 
students stated feeling more comfortable being around people from different ethno–cultural 
backgrounds; students’ own engagement and involvement in the process of developing the programs 
was important; and most positive change was observed in secondary students. Based on outcomes, 
recommendations for future interventions were to (a) [encompass] an ongoing whole-school 
approach, (b) effectively engage the wider school community involving staff, family, and other 
 12 
community members, (c) incorporate recognition of the cultural diversity of all students, including 
Anglo students as all need to be supported to explore their cultural backgrounds, (d) give recognition 
and respect to understandings of diversity that also includes gender, sexuality, and socioeconomic 
status, (e) emphasise critical self-reflection, rather than a sole focus on others from different cultural 
backgrounds, as well as cultivating a critical awareness of prejudices and discrimination, and (f) 
actively build positive and cooperative . . . intercultural interactions ‘rather than passive learning’ (p. 
15). A key limitation was the time frame noted by teachers to be insufficient as planning, 
implementation, and evaluation was limited to nine months. There was a low rate of return of post-
program surveys, and the need for long-term evaluation was noted, so it is unknown if benefits from 
the interventions persisted after the programs finished. Nonetheless, it offered valuable principles for 
future interventions.  
The concept of dialogic open-mindedness has been given some prominence by the work of the Tony 
Blair Institute for Global Change (TBIGC). Dialogic open-mindedness is characterised by ‘openness to 
the other and identification with the process of dialogue’, relating particularly to the ‘way in which 
individuals and groups respond to others whom they perceive as different from themselves’ (Doney & 
Wegerif, 2017, p. 25). The TBIGC’s Face to Faith (F2F) program involved 230,000 12- to 17-year-old 
students and 9,000 teachers in over 20 countries that (in 2017) had been operating for over seven 
years. It aimed to improve open-mindedness to interfaith and intercultural understanding via 
internet-facilitated dialogic interactions with students of different cultural backgrounds (Wegerif et 
al., 2017). Resources were provided to teachers, and students could engage in online dialogues and 
video conferences in a global context (using interpreters when necessary) (Wegerif et al., 2017). The 
intervention’s effectiveness was evaluated against students from the same schools who did not 
participate, acting as control participants. The impacts varied greatly depending on the school—some 
saw marked improvements whereas others saw none. Where the program was interpreted to not just 
be about communication skills but also the importance of applying into an explicitly global and 
intercultural context, stronger results were demonstrated (Wegerif et al., 2017). Where more 
successful, the program appeared to produce qualitatively meaningful results in open-mindedness 
and knowledge of diversity (Doney & Wegerif, 2017, p. 48). Limitations include that the precise causal 
mechanisms involved need to be better understood, and there is limited knowledge as to the extent 
dialogical open-mindedness was sustained and whether it translated into more positive actions and 
interactions with others (Doney & Wegerif, 2017).  
Evidence is promising for the effectiveness of child and adolescent antiprejudice programs that 
incorporate empathy promotion (Beelmann & Heinemann, 2014). Two categories of empathy are 
delineated: cognitive and emotional empathy. Cognitive empathy refers to the ability for someone to 
take others’ perspectives and imagine how they are feeling in a given situation (imagine-other) or 
how they would feel if they were in the other person’s situation (imagine-self). Emotional empathy 
refers to the generation of feelings within a person in response to another—this can be parallel, 
involving matching another’s emotions (for example, sadness for a sad person), or reactive, that is, 
responding to an emotion with a different one (for example, concern for a worried person) (Stephan 
& Finlay, 1999). Each of these types of empathy promotes distinct benefits for intercultural 
understanding and prejudice reduction (Batson & Ahmad, 2009). The current evidence base can best 
account for helping develop perspective taking, compared to emotional empathy, as evaluations of 
perspective- taking empathy interventions are more prevalent. Most studies do not include long-term 
follow-up. 
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While there are current school-based interventions aiming to improve empathy, evaluations of their 
efficacy have produced inconsistent results. For instance, Connolly et al. (2018) ran a meta-analysis of 
evaluations of the Roots of Empathy program and found no effect of the program on child self-
reported empathy. However, there remains a lack of evaluation, including longitudinal data, from 
school-based interventions within an intercultural understanding context. A number of key strategies 
to promote empathy are identified in the literature. In relation to cognitive empathy, perspective 
taking has a quite robust evidence base. Examples of interventions found to have effectiveness 
include students asked, when reading or watching a vignette about someone from a different social 
or cultural group, to imagine how that person would be feeling (Batson, Chang, Orr, & Rowland, 2002; 
Vescio, Sechrist, & Paolucci, 2003). Another approach is intergroup dialogue, where groups of 
students are guided by a facilitator to share their own personal narratives of identity (while 
maintaining a social justice perspective) from which students of different backgrounds can learn 
(Zúñiga, Nagda, & Sevig, 2002). Such practice was found to promote empathy in a range of contexts 
(Nagda, Gurin, Sorensen, & Zúñiga, 2009; Shechtman & Tanus, 2006). Work in the area of healing 
traumatic conflict between different groups saw storytelling developed as a technique; this approach 
also contains a distinct element of dealing with collective (historical) trauma. Bar-On and Kassem 
(2004) applied this method in relation to the Israeli–Palestinian conflict, with students recounting oral 
histories, ‘contribut[ing] to the students’ ability to . . . construct a more complex image of the “other” 
than the one usually conveyed through the media’ (p. 297). The dialogues allowed participants to 
identify areas of commonalities with which each could empathise with the other. 
When considering implementing empathy-based interventions, the literature suggests that, first, 
education may be of critical importance as a prerequisite for developing increased empathy. Tettegah 
and Neville’s (2007) study, for example, found that those participants more likely to show empathy 
were those who could identify examples of racism in the video they saw; participants who could not 
identify racism had difficulty empathising with experiences of discrimination. Secondy, some findings 
suggest that perspective-taking interventions are particularly effective for people who, for whatever 
reason, may have difficulty with empathy (Castillo, Equizábal, Cámara, & González, 2014).  
In summary, to best promote intercultural understanding, current literature suggests a whole-school 
approach that includes engaging the wider school community (including staff, family, and community 
members), allowing students of all cultural backgrounds to be involved, emphasising critical self-
reflection, recognising and respecting further forms of diversity (including but not limited to sexuality, 
gender, and socioeconomic status), being critically aware of prejudice and discrimination, and 
facilitating active intercultural interactions (Halse et al., 2015; Walton et al., 2012; Walton et al., 
2013). The TBIGC’s F2F program claims to have promoted dialogic open-mindedness and knowledge 
of diversity for those who engaged in intercultural dialogues. The sharing of perspectives was 
understood as important in this result; however, this method was conflated with intergroup contact, 
so the unique contributing causal role of each could not be separated. Similar to the intercultural 
understanding field trial (Walton et al., 2012), there were neither longer term follow-up evaluations 
nor evaluations that focused on behavioural change outcomes. In relation to empathy building, the 
bulk of research and evaluations have focused on cognitive rather than emotional empathy (though 
both are acknowledged as important). Perspective taking (involving inviting students to imagine how 
others feel in a given situation) has been especially prominent. Such interventions are seen as equally 
efficacious as intergroup contact, though again, there is limited data following up longer term 
outcomes (Beelmann & Heinemann, 2014). Intergroup dialogue and storytelling also promote positive 
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results. Empathy interventions need to ensure there is a sufficient baseline knowledge of prejudice 
and discrimination in order to be able to recognise such instances—otherwise, empathy is less likely 
to occur (Tettegah & Neville, 2007).  
METHODOLOGY  
Method  
The research evaluation of the effectiveness of TFH programs applied a qualitative approach to data 
collection and analysis. Students, their teachers, program directors, and principals were interviewed 
in depth at school, pre- and post-program delivery. Interviews focused particularly on students’ 
perspectives, exploring their rich descriptions of interfaith and intercultural understanding, belonging, 
and social inclusion from a diverse range of schools across the South-Eastern Sydney metropolitan 
region.  
Qualitative methods in evaluation of the effectiveness of programs prioritise people’s lived 
experiences and the meanings they ascribe to their experiences (Miles & Huberman, 1994). Further, 
data collected in situ provide additional context to the rich descriptions of complex ideas and 
processes across multiple individuals and settings. Qualitative methods are particularly useful for 
summative evaluations aimed at determining the effectiveness of programs, ensuring context and 
detail (Patton, 2002).  
Sites 
The research evaluation took place across a range of primary and secondary schools with diversity in 
sociocultural environments, for example, multicultural/private/public/faith where TFH programs were 
being delivered during 2018 to 2019. 
NSW Sydney Metropolitan: 
1. Arkana College Private Primary School (Belonging and Identity program and Good Practice 
programs involved with TFH over 10 years)  
2. Granville Boys High School (Belonging and Identity program) 
3. Mount Sinai Private Primary School (Good Practice Program involved with TFH over 10 years)  
4. Punchbowl Boys’ Public High School (Good Practice Program ‘Where Good Men Grow’ and 
Belonging and Identity program) 
5. Strathfield South High School (ABCD program; Good Practice Program) 
6. Wiley Park Girls Public High School (Good Practice Program; Belonging and Identity program) 
Data Sources  
In-depth interviews were audio recorded and transcribed verbatim. The transcribed data were 
managed using NVivo 9, a qualitative data analysis system used to codify and collate qualitative data 
sets.  
The findings are based on data drawn from the following sources:  
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• In-depth individual pre-interviews with eight students, ranging in age 16 to 17 years prior to 
TFH program delivery; 
• In-depth individual interviews with 52 students, ranging in age from 11 to 18 years who 
completed TFH programs; 
• In-depth individual pre-interviews with two teachers prior to TFH program delivery; 
• In-depth individual interviews with 16 teachers, principals, and school staff involved with TFH 
programs; 
• In-depth individual interviews with a Catholic Education officer and a school imam. 
Participants 
Students: Pre TFH program 
The pre-interview evaluation explored the expectations of participating students regarding their 
upcoming involvement in the TFH programs. Further, both students and teachers were asked the 
same questions in the pre- and post-interviews so that comparisons could be made in relation to 
learning outcomes from the programs. The comparison considers how and why participants’ 
responses may shift in exploring the efficacy of TFH programs. 
Students: Post TFH program 
As above, the evaluation explored the experiences of students who had participated in the TFH 
programs and their reflections on the meanings they drew from their experiences. This included the 
opportunity to suggest changes to the programs and to reflect on what they had learned. 
Teachers and principals 
The evaluation gathered data regarding the experiences of school staff working with TFH either 
running programs or working with the TFH team to implement their own programs (i.e., the Good 
Practice programs). They were then asked to appraise these experiences in the context of their own 
professional development, as well as consider any impacts on students, staff, the school, and their 
local community. 
Procedure 
The Western Sydney University (WSU) research team contacted schools involved in TFH programs, 
either pre or post delivery, to invite their participation in the evaluation as a purposive sample. The 
participating schools in Sydney metropolitan region included primary and secondary schools, both 
private/public, religious/nonreligious, with diversity in sociocultural environments, for example, 
multicultural.  
An evaluation information package was provided for each school, and included an overview of the 
research evaluation, copies of the participant information sheet and consent/assent forms based on 
age and status, (teacher or student) to be signed before the date of interviewing. A member of the 
WSU research team followed up each school within eight days of their receiving the information 
package to answer any questions, address any concerns, and schedule a time convenient to the 
school to carry out the interviews. 
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Recruitment 
Students were chosen by schools to attend the TFH programs based either on their year (e.g., all Year 
12 students attend), their class at school, or were hand-picked by the school to attend based on 
determined need or suitability for the program. Students involved pre/post TFH programs were 
invited to participate in the evaluation by the TFH contact teacher. Students and their parent or 
guardian were provided with information about the evaluation and its aims, through conversation 
with school staff and the participant information sheet. The staff who participated in the evaluation 
were those involved with the delivery of TFH programs. Where possible, the WSU evaluators met with 
the principal or deputy principal of each school to discuss their reflections and perspectives on the 
extent to which the TFH programs met the stated goals and its efficacy for students. 
Informed Consent 
Before being interviewed, all participants were required to sign a consent/assent form after reading 
or being read the participant information sheet. The consent/assent form outlined the activities 
involved to participate in the evaluation, the expected time involved, the confidentiality agreement, 
and the opportunity to withdraw from the evaluation at any time. If the student was under 18 years, a 
parent or guardian also signed the consent form after discussion with the participant. 
Data Collection 
Data were collected through in-depth individual interviews and the compilation of field notes 
recorded by the WSU research team.  
Interview preamble 
Each interview was prefaced with an explanation and expectations of the interview, including the role 
of the interviewer, the purpose of the evaluation, asking permission to record the interview, and a 
reminder of the interviewee’s confidentiality regarding the information given. The interviewer also 
provided an opportunity for the student or teacher to ask questions and reminded them that they 
may decline to answer questions without reason and withdraw at any time without repercussion.  
Interview schedule 
In-depth interviews followed a semistructured interview schedule using open-ended questions that 
allowed participants to express responses to specific concepts using their own words. The protocol 
developed to facilitate data collection ensured effective comparison between pre- and post-
interviews with participants were possible and guided the interviewer in raising key discussion points 
and following up on areas of particular interest highlighted by the participant.
 
 
Initial interviews followed a set of pilot interview prompts. The WSU research team, the TFH team, 
and the WSU Human Ethics Committee reflected on these questions and their responses to ensure 
data being collected were relevant to the aims of the evaluation and adequately responded to the 
research question. This reflective process assisted in refining the final semistructured interview 
schedule. A copy of the interview prompts is attached at Appendix 1. 
Interview themes 
The student interview prompts were grouped into four themes: 
 17 
• Values (personal, cultural and family values, Australian values); 
• Belonging (identifying and understanding their sense of belonging, what this looks like in 
practice, how it applies to others, and the role of media); 
• Culture and interaction with cultures (identifying, understanding and defining culture, 
frequency and evaluation of interactions with similar/different cultures, cultural composition 
of neighbourhood); 
• Knowledge and personal importance of the TFH program, including any changes the student 
would make as the ‘boss’ of TFH. 
The teacher interview prompts were grouped into four themes: 
• Involvement with and reflections on TFH; 
• Inclusion and relevance of the TFH programs in school and class curriculum; 
• Strengths and weaknesses of TFH programs; 
• What is considered important for students, as a teacher and in regard to belonging, 
intercultural understanding, and antidiscrimination. 
Teachers that had been a part of the Good Practice program were asked additional questions that 
focused on 
• curriculum development, specifically regarding intercultural understanding, belonging, and 
antidiscrimination; 
• TFH success in intercultural understanding; 
• what changes and improvements could be made to the Good Practice program; 
• how the Good Practice Program benefited teachers and their own professional development. 
Field notes 
While most data were collected through individual interviews, WSU researchers also collected 
nonverbal data, for example, the body language, enthusiasm, or expressions of those being 
interviewed. Interviewers observed and reflected on these responses using field notes, adding 
context and a deeper sense of meaning to the responses given during these interviews throughout 
each school visit. 
Limitations of the data sample 
As the individual in-depth interviews were the first contact with students and rapport was not yet 
established, some students appeared to be shy and were unable to answer some of the interview 
prompts given by the WSU research team. Due to a busy school schedule, a couple of teachers and 
principals had limited time and were unable to respond to all interview questions. Furthermore, some 
teachers and students had only attended TFH programs for one or two school terms and had limited 
knowledge and no direct involvement in the implementation or organisation of these programs. As a 
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result, the findings, conclusions, and learnings in this report may not fully represent the range of 
experiences and interpretations of those interviewed.  
Ethics 
This evaluation was given ethics approval by the WSU Human Research Ethics and NSW SERAP 
Department of Education Ethics Committees. 
Qualitative Data Analysis  
Thematic analysis  
The key purpose of qualitative data analysis is to understand how the students, teachers, and other 
staff interviewed understand and make sense of the TFH programs within the social and 
environmental contexts where these programs are implemented (Office of Data, Analysis, Research & 
Evaluation Administration on Children, Youth & Families, 2009). Analysis of qualitative data involved 
identification of themes, patterns, categories, and case examples (Hood, 2006; Patton, 2002). 
Thematic analysis determines a means for ‘identifying, analysing, and reporting patterns (themes) 
within data’, organising and describing data sets in ‘rich detail’ (Boyatzis, 1998, cited in Braun & 
Clarke, 2006, p. 6). In evaluating the efficacy of programs, thematic analysis was achieved by 
members of the research team using NVivo 9 and following the prescribed steps of Braun and Clarke 
(2006) who step through a detailed six-phase guide. Data sets were determined with specific 
questions in mind (outlined in the section addressing interview themes, p. 6). Data source 
triangulation was used, taking account of multiple perspectives and providing a comprehensive 
understanding (Kayrouz & Trevitt, 2005). The sources of triangulation were pre (where possible) and 
post student interviews, pre and post teacher interviews, and evaluation team observation notes. 
The analysis of data involved direct comparisons between schools, religions, public/private, 
ethnicity/cultural background, and socioeconomic areas. Use of the data management system NVivo 
9 allowed the research team to cross-reference and extract data combinations to compare and 
contrast the schools interviewed.  
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Demographics 
Table 1. Participants by school or organisation  
School/Organisation Student 
# 
Teacher 
# 
Primary/High Public/Private Programs 
Australian 
International 
Academy (AIA) 
0 2 Kindergarten 
–12 
Private Inter-School program 
Arkana College 8 2 Primary Private Inter-School program 
(involved with TFH over 
10 years)  
Good Practice program 
Catholic Education 
Office Wollongong 
0 1    
Granville Boys High 
School 
10 3 High Public ABCD integrated unit 
Term 3 and 4, 2018  
Good Practice program 
Masada College 0 2 Kindergarten–
12 
Private Inter-School program 
Mount Sinai 
College 
8 2 Primary Private Inter-School program 
(involved with TFH over 
10 years) 
Punchbowl Boys’ 
High School 
10 5 High Public ABCD program Term 2, 
2018 
Good Practice program 
Strathfield South 
High School 
5: pre 
8: post 
2: pre 
2: post 
High Public ABCD program Term 4, 
2018 
Good Practice program 
Wiley Park Girls 
High School 
11 1 High Public Intercultural 
Communication 
Leadership Workshop 
(August 2017) 
Good Practice program 
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Table 2. Participant profiles 
 
Teachers Students 
Gender ID Female  9 Gender ID Female 24 
Male 10 Male 31 
Faith 
Tradition* 
Atheist 2 Faith 
Tradition 
Atheist 1 
Christian 2 Buddhist 1 
Jewish 1 Christian 10 
Macedonian Orthodox 1 Jewish 8 
Muslim 2 Muslim 34 
No Faith/unspecified 11 Not sure 1 
Self-
Identified 
Ethnicity** 
Australian 6 Self-
Identified 
Ethnicity** 
Aboriginal 1 
Austrian 1 Afghanistan 1 
Egyptian 1 Argentina 1 
English 2 Australian 25 
Greek 1 Bangladesh 4 
Italian 1 Bosnian 1 
Jewish 2 Canadian 1 
Lebanese 3 Cook Islander 1 
Macedonian 1 Egyptian 2 
Pakistan 1 English 1 
Unspecified 4 Greek 1 
 
*Not all teachers were asked their faith tradition 
 
**Some participants identified as multiple ethnicities, e.g., 
Lebanese Australian 
Indonesian  2 
Jewish 1 
Korean 1 
Lebanese 27 
Nepalese 1 
New Zealand 2 
Pakistan 4 
    Palestinian 3 
    Samoan 2 
    South African 3 
    Swiss-Filipino 1 
    Syria 1 
    Vietnamese 2 
    Yemen 2 
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FINDINGS AND DISCUSSION 
Intercultural Understanding 
My culture…is culture religion or background? [Whatever you think] A little bit of both…I’m 
Muslim Arab, raised here. I used to feel...that everyone around us hates us…I’ve never been 
outside the area…then after…I met these people, I’ve never seen before…and…I’m Palestinian, I 
seen a Zionist for the first time in my life. I always hear that they hate us, they took over my 
country…but it was very interesting to see they’re not like that, and how nice they are and 
stuff…they’ve changed my perspective… [How do you meet a Zionist?] Together For Humanity. 
We sat down, we spoke, I was very interested to learn about him…He was like ‘You know, I’m 
against anything…like, that is wrong’ kind of thing. I thought everyone was the same. It changed 
my perspective a lot. (Student) 
Understandings of culture  
Culture is a complex construct comprised of many facets, including language, history, customs, 
traditions, food, and values. Not surprisingly, students have diverse interpretations of what culture 
means to them. Perhaps more surprisingly, a large number of students understood their culture to be 
their religion; these students were often, but not solely, from private schools.  
When I hear the word culture, I think of religion. (Student) 
My culture is Jewish. (Student) 
I think of people's background, their religion, and faith, Islam. (Student) 
Other students, more often from public schools, tended to differentiate between culture and religion, 
describing culture as languages, customs, beliefs, arts, knowledge, and collective memories of social 
groups, morals, rules of social groups, and ancestry—where parents and grandparents came from or 
where they were born. 
I think of our traditions…and how they [grandparents] were brought up...how they lived, how 
their families lived. It’s like part of their history. We have so many festivals…[where] everyone 
wears traditional clothes. (Student) 
Things that have been passed down from generations to a certain country, so culture, like the 
food, the music, dance, anything that’s significant to a certain ethnicity, or like a country, like 
the actual language. (Student) 
How different people have different morals and values based off where they are positioned in 
the world. (Student) 
As noted, students from private schools more often conflated religion and culture, while students 
from public schools varied in their understandings. As a result, the way young people in more diverse 
environments experience culture and religion may be different. This finding may assist TFH to further 
attune programs to different schools and settings and may have implications for understandings of 
identity as well as the language used in discussing these concepts.  
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Reality-testing stereotypes 
A strength of TFH programs recurrently regarded by students and teachers alike is their commitment 
to bringing people of diverse cultural and faith backgrounds together to interact. Based on negative 
stereotypes, many students expressed anxiety and concern, before interacting with other students 
from different cultural and religious backgrounds, that they would be judged, disliked, and even 
treated with open hostility. People often avoid things they are anxious about and so typically will not 
voluntarily interact with the subject of their anxiety, perpetuating fear of the unknown and allowing 
misinformation and stereotypes to pervade. A well-established strength of intergroup contact is that 
it directly reality tests and challenges stereotypes people may hold about those they see as different 
to themselves (Allport, 1954; Pettigrew & Tropp, 2006). As people of different backgrounds interact, 
they recognise that others often have many similarities to themselves, consequently allowing 
stereotypes and stigma to be disestablished and dismantled, opening up a broader worldview. 
I'll be honest, I used to hate Israelis…I used to think…they come, they used to kill innocent 
children and stuff, and I used to think that every Israeli or Jew is the same. But then…I noticed 
that not everyone’s the same…TFH helped me do that…Jews and Christians have a lot 
of…common things I didn’t know about… I don’t know why there’s [conflict] when we’re very, 
very close to each other. (Student) 
Change processes, prompted by students' TFH involvement, did not only take place within TFH 
programs. Students and teachers reported that change processes stimulated by TFH programs often 
continued outside of face-to-face contact with TFH. 
We had a bus trip home [from the TFH program] and the boys were talking…one of the kids said 
‘Miss, Jewish people are nice’ and I said, ‘Yes. They are’. I said, ‘They probably think the same 
thing about you guys as well’. Another one said, ‘Yeah Miss, I’ve never met a Jewish person 
before’. One of them said, ‘Miss, I thought that Jewish people would be racist towards us’ and I 
said to him, ‘I once worked at a different place and there was a woman that was racist towards 
me and the only person that stuck up for me was a Jewish person and it’s a true story’ and they 
were like, ‘Really?’ and I said, ‘Yes. They understand the hardships that you guys go through 
because they’ve been through it and they’re still going through it’. That conversation we had on 
the way home…was almost like a lightbulb moment for all of them. (Teacher) 
Through meeting and interacting with others from diverse cultural backgrounds via TFH programs, 
some participants now saw possibilities for peacemaking. This empowered students to challenge a 
stereotype that people of their different religious backgrounds could not get along. While hope can 
motivate change, to shape future trajectories, hope needs agency supported by social processes 
(Bryant & Ellard, 2015). Change processes inspired by TFH programs such as understanding that 
difference does not need to mean conflict and discrimination appeared to provide hope to 
participants that change is possible and that therefore, potentially peace is possible. 
It can make peace…it’s important to me that we learn about Muslims and their culture, and we 
make friends. I think it’s important to understand that we’re all humans, and we should try to 
get along. (Student) 
It might not be world peace, but it’s a very good start. (Teacher) 
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Using skills acquired from TFH programs, students actively promoted and built resilience to cope and 
deal with real-life prejudice and discrimination. In the following example, students in headscarves on 
an interstate school excursion were able to actively challenge a stereotype that everyone would have 
prejudice towards them by acknowledging that what happened to them came from just a single 
member of the public who acted inappropriately. 
We took the kids to Canberra, Year 9 students. There was this old woman that went up to the 
teacher, the kids heard her and she said, ‘Are these kids born here? Because they are acting and 
behaving un-Australian’. And of course, this hurts the children. But when they know and 
understand and go to the interfaith programs and see people from different faiths and how they 
are treated, then say, well, this woman is an odd case. So they don't get affected by it. (Teacher) 
In sum, in bringing students of different religious and cultural backgrounds into contact with each 
other, stereotypes were reality tested and fears became alleviated as they perceived others’ 
similarities, differences, and shared humanity. Students also reported feeling empowered to apply 
what they had learned through engagement with TFH to cope resiliently with instances of prejudice 
and discrimination, and they expressed this, along with hope for a peaceful future, as a profound, 
positive impact of the TFH programs. 
Teacher observation of TFH role in promoting intercultural understanding 
Teachers are in a valuable position where they spend much time with their students and so can 
reflect and report on their progress. Having been witness to their students' attitudes and behaviours 
both before and after taking part in TFH programs they can observe if there have been any changes. 
Teachers reported that they had seen positive changes in their students' attitudes and behaviours 
after participating in TFH programs. 
We’ve seen the impact on groups, we’ve seen the impact on individual students. Some of our 
students…who’ve never seen a Jewish person ever… to have that contact and then by the end of 
the program for them to be, you know, rubbing shoulders with [the Rabbi] and saying 
such…beautiful things like ‘We’re gonna miss you sir’ and things like that. (Teacher) 
I know they [the boys] were very anxious before...the first [TFH program]…they’re very vocal 
with teachers that they trust and they told me… ‘It’s going to be weird. How about if they hate 
us? How about if they’re mean to us?’ and I’m like, ‘Let’s just go. We’ll give it a go’ and there 
was a lot of anxiety and I said, ‘If anyone is rude to us we’ll just get up and we’ll go. We’ll be 
very dramatic about it and we’ll leave and say we don’t want to do this anymore’ and so they 
felt comfortable with the reassurance that I was there. I was going to help them if anything 
went wrong…but as soon as they got there and they met and the program started they were 
great. I now have—because we have limited spots and it’s such a big class, we had the same 
kids doing that program and I’ve had so many more kids say to me… ‘I want to come with you to 
that excursion. I want to do that program’. (Teacher) 
Thus, teachers observed that students undertaking the TFH programs transformed their responses 
from those of anxiety to wonder and expectation. Their teachers' support was also significant to 
achieving this. 
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You know, having people that are different faiths, really broke a lot of barriers for these kids. 
It…made things a lot more tangible…it gave students a greater perspective on what different 
religions are…there’s a lot of stereotypes out there obviously, and…it broke a lot of those down 
as well with the boys. (Teacher) 
Look I’m a big fan of their work…I really felt that [TFH] served a real strong purpose at the end 
of 2016 to 17 because we had a lot of issues in and around cultural understanding and, you 
know, perception and media and students struggling with what was happening overseas. So I 
think it was really accessible to our students, and they were interested, and they were engaged 
in the lessons. (Teacher) 
Such meaningful change impacts observed in students’ attitudes and behaviours after participating in 
TFH programs indicate program success. 
Some teachers described changes in their own intercultural understanding as a result of 
accompanying students at TFH programs.  
There is an element of anxiety with it. So that was a bit hard for me. I was worried. Are the 
teachers going to look at me because they’re from different areas? Most of them were …from 
different nationalities…obviously, I'm Muslim and you could physically see that I'm Muslim…but I 
think it was great. (Teacher) 
Extending the benefits 
Seeing clear benefits of the TFH programs to promote student intercultural understanding, there was 
demand from both students and teachers for TFH to extend its operations to include participants of 
broader age ranges, from more schools, and increased diversity of backgrounds. In this way, TFH 
could expand and maximise its positive impact on others and their communities. Students and 
teachers often articulated the view that more demographics of people needed and could benefit from 
TFH programs.  
Expanding the age reach of TFH programs  
Praising TFH’s focus on young people, students suggested that TFH programs could start earlier in 
their schooling career, that is, from junior primary school. Reasons centred on the view that many 
younger people may not have yet learned discriminatory ways of thinking, and so starting TFH at an 
early age would be preventative. 
[It needs to happen] before they become hot-headed, just [to] know about the culture and all 
that, so they don’t go off at someone on false beliefs. (Student) 
I would try and expand it [TFH]…focus on more…ages, a bit younger, ’cause that’s when it 
mostly starts. (Student) 
It's beautiful in the way how they [TFH] do it through programs, through youth, ’cause they're 
attacking where the problem is at the beginning before it goes out into the world and affects it. 
It's like an infection, attack the infection before it spreads to other parts in the body. (Student) 
Others suggested that adults would also gain a lot from undertaking TFH programs. 
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Try to do other [TFH] activities… for adults. Because when they were kids, they weren’t used to 
mixing with other people. It would help them because adults usually have more power than 
children. They could make a better world. (Student) 
Involving parents 
Many teachers expressed a preference for TFH programs including and supporting parents’ learnings 
and understandings so that home and school environs are consonant with each other, and student 
learning is supported at home. For example, a small number of students’ parents would not allow 
them to attend TFH programs despite encouragement from the school. Consequently, parent 
involvement was considered crucial to encourage increased student participation as well as inform 
and engage parents. 
It's very important to have that communication...because, a lot of times the students come to 
school they're here for a set amount of time, but they form their set beliefs, what they follow in 
the house. That's one of the hardest parts to tackle. I think a good practice could [include] 
something where we could run programs for the parents. Where they can employ something 
back home with their own children…something we're inviting the parent community to actually 
practise those things back home, rather than just putting it back on the students. A lot of time 
students are shunned for some of the practice they are doing …their parents say they are not 
allowed to do that and this is not what we do, you've just learned that from the school. So, 
something that ...actually incorporates parents’ training …would be very good as well. (Teacher) 
Families learning and growing together hold the promise of a greater sustained capacity for social 
change to ensue.  
Most [parents] are accepting, but I’m not sure how many are embracing… an evolution of the 
program [could be] that you ask parents to come in and be a part of it… There were a few 
parents… over the years, who have withdrawn from the program... because they’re too 
frightened… they could have joined the kids on [an] excursion and seen firsthand that there 
actually is something of great benefit inherent. (Teacher) 
Involving parents may be a feasible step to extending TFH program benefits to the whole-school 
community as well as the larger community in which the school is nested. One teacher gave an 
example of a useful initiative of TFH and their school working together to achieve broader 
intercultural cooperation that involved parents. This teacher described the initiative as having a 
successful outcome for those attending, promoting the realisation that through and despite religious 
and cultural differences, there were shared fundamental values of respect and advancing wellbeing. 
The greatest achievement through Together For Humanity [was having the] Rabbi and I work 
together to have a combined Eid with the Jewish theme as well as with the Muslim Arabic 
theme. We brought the Rabbi and the Sheik together at a P&C meeting…[and] we…had the 
Sheik come on board with this idea that yes we can share our food, we can share our culture 
and we can share festivals together, as one, because in the end we all want the same goals and 
purposes in life and that’s for people to be tolerant and happy and the only way you can do that 
is when you...educate the parents so that they aren’t worried that this is impacting on their own 
cultural beliefs because it’s not… we really have very similar beliefs and values. (Teacher) 
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Teachers from other schools suggested not dissimilar ways TFH programs could be introduced and 
put into practice at the level of a ‘whole-school approach’ that involved parents.  
[If I were running TFH] I would…try and speak to school communities more…sometimes 
principals and schools have the best of intentions but I don’t think always school communities 
do. You’ve got the P&C meetings, Parent Information Nights. [This would be necessary if TFH 
was] introduce[d] on a whole-school platform. (Teacher) 
A ‘whole-school’ approach  
Whole-school approaches extend beyond traditional classroom learning environments to include 
culture, ethos, and the environment—such as leadership practice—plus engagement with families 
and the wider community. There is ample evidence that promoting the health and wellbeing of 
students at school not only benefits these domains but also has the potential to improve educational 
outcomes (Brooks, 2014). Numerous teachers highlighted the potential value of TFH taking a whole-
school approach as a means for expanding active engagement and learning. 
Teachers suggested several possible paths to achieve this. For example, TFH might engage entire year 
groups at a time: 
[For TFH to have a whole-school approach] there’s a straightforward approach of working with 
senior executive and then head teachers and teachers to actually integrate certain elements of 
the program into certain days. It could be in Year 9 when they are doing their particular relevant 
curriculum.. TFH could actually come and work with a whole year group. (Teacher) 
I think that it would be ...whole-day interventions where all students could actually connect with 
external providers like TFH. I think that's probably more impact for them than simply upskilling 
staff and then relying on that dissemination… We get the whole year group or two year groups 
of stages and there are, you know social justice activities and we make that happen with the 
whole school. (Teacher) 
Another differed, suggesting that 
Maybe an external company [like TFH] comes and trains the whole PDHPE staffroom and says, 
this is what...we’re trying to achieve, these are the outcomes, this is how it’s addressed in your 
curriculum, let’s make it happen as a school cohort. (Teacher) 
An alternative approach distinguished was to train student leaders to enact a program across their 
cohorts. In this way, students could professionally upskill and become agents of change. 
Have like a yearlong program actually working with student leaders and upskilling potential 
peer leaders. Together For Humanity could...have a program where it trains young people, peer 
leaders within the school, and they become the champions and they actually have a program—
[it] would have to have… a supervisory teacher—but they have a program which they roll out 
with their particular year groups or their stage, that is not curriculum based but is very much 
wellbeing domain based. (Teacher) 
One teacher, however, explained their perspective that external organisations such as TFH had an 
inherent limitation that they could only reach so many students within any given school. 
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I don’t feel like an external company can get to 650-odd students, but for any students that the 
external company does come and access…it would make a huge difference for them. Just being 
able to be aware and understand sense of self, belonging, where you fit in the world, it’s okay to 
not fit in sometimes and still be you. Can one program really cater to a whole school?...I haven’t 
seen it happen yet. (Teacher) 
Yet other teachers identified the potential for TFH resources to be shared across faculties; they were 
seen as particularly valuable when they related directly to the curriculum.  
Any resources [teachers] utilise in this kind of thing they could share between other faculties and 
they could try and implement it themselves if it’s relevant in other faculties. (Teacher) 
TFH’s programs are highly relevant to PDHPE… [it] gives a language to what we are doing. 
(Teacher) 
A further proposal from some teachers was to integrate the goals of TFH into the broader existing 
structures and operations of schools, such as school assemblies or school excursions. 
Maybe have these kinds of in-class lessons building up to some program or some excursion or 
some assembly. For example we had a White Ribbon Day assembly recently and in the lead-up 
to that assembly the PE staff would run lessons about domestic violence and violence against 
women and what is the white ribbon in their classes to get students to kind of develop this 
understanding in the lead-up to assembly… just as long as they treat it seriously and try to get 
the students with practical examples and activities to understand that kind of thing. (Teacher) 
Widening diversity: Cultures, religions, and schools 
Many students were enthusiastic about involving a more extensive range of diverse cultures, 
religions, suburbs, and schools in the TFH program so that they could learn more and develop more 
and stronger connections. 
…[have] more religions…that are really different, or Buddhism or something of those sorts…I 
guess that would be better. Yeah, religions that are really stemmed out, because Islam, 
Christianity and Judaism, they share a lot of beliefs. (Student) 
I would run it [TFH] with very different schools in different…suburbs because obviously, they'll 
have different schooling and cultures. Because then it's the merging of two different cultures 
and also you're going to learn about different religions as well. (Student) 
Some teachers echoed similar sentiments on the value of including more schools and students of 
different faith backgrounds. 
Make more schools have it [TFH]…definitely big schools that have a big name…one of those big 
schools where a lot of people go...so more people can meet different cultures. (Teacher) 
We should have more students involved in a program rather than just nit-picking three different 
cultures. There are many communities that are represented in Australia and often we base it on 
the major communities. It's a Muslim thing, it's a Jew thing or a Christian thing. (Teacher) 
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Many teachers interviewed spoke positively about the relationships they had formed with other 
schools; however, they would like to meet with and have more schools involved in the programs. The 
teachers acknowledged, however, that this could be difficult to organise. A suggestion included 
schools taking turns visiting each other, rather than meeting at the same school each term. 
I’d like to see them mixing with more schools. But that’s a general comment for our students…of 
course…the logistics of getting people from one place to the other. I think [another school] 
comes from… at least an hour and a half in a bus minimum. (Teacher) 
While teachers saw the benefits of extending TFH programs in these multiple directions, they were 
aware of resource-based constraints. They identified time availability in schools as a constraint, and 
they recognised that requests for the expansion of TFH programs would need to be supported by an 
increase in TFH material resources, especially funding.  
Oh, look, I think if it could be extended…we need to acknowledge the fact that it's probably a 
good idea to start in the schools that are faith based because that's where you may have less of 
the mixing pot… I’m not...sure whether you will get a more entrenched or narrow view because 
of that, but extending the program would be a priority. I know that most schools could benefit 
from a program like this, but I wouldn’t want to be arrogant enough to assume I would run this 
any better than [Director of TFH]. He's doing a magnificent job. I think that if the government 
could fund more of this, it would be terrific. (Teacher) 
Many staff mentioned the need for further funding for TFH programs and expressed the desire for the 
Department of Education to understand the importance of running TFH programs in schools. 
They’re doing a great job but it’s a tough one. [If I was the director of TFH], first thing I’d try to 
do is try to seek some funding. It’s the hardest one… they’re also going to need to really get in 
the Department’s ear that this is important in our schools. And not enough is being done in this, 
so you, as a Department you need us. (Teacher) 
I’d like to see more workshops, to be honest. We did more last year but because funding’s sort 
of dried up this year...I think we only did, like, a term, where last year we did three terms. 
(Teacher) 
In summary, students and teachers commented that if they could adjust current TFH programs, they 
would value expanding their scope to include more schools as well as more students of diverse faiths 
and backgrounds to increase the breadth of student interactions. Students also saw value in 
commencing the program from a younger student age (i.e., early primary school), and both teachers 
and students discussed having programs addressing adults, particularly parents, along with a whole-
school approach. 
Respect 
Respectful discussion rather than an uncontained outburst  
Some students described experiences of bias and discrimination in their everyday lives, sometimes 
even direct hostility based on their religious or cultural background. Many expressed hearing or 
seeing prejudice and discrimination against people from their cultural backgrounds as an almost daily 
event, especially on social media, so feeling devalued became ‘normal’. In the words of one student 
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who identified as Muslim Arab, ‘All I can see is around us and all I can see is the media. And videos 
online and that…how they hate on us because we’re Arabs, we’re wogs and stuff like that’.  
By contrast, TFH provided students with a wholly different experience. A key outcome of TFH 
programs that students reported and highly praised was that their participation equipped them, when 
having tough conversations about cultural and religious differences, to have respectful discussions 
rather than uncontained outbursts.  
We get to learn more about the people, and it sort of takes away from their normal behaviours 
and experiencing a sort of like a softer side of them, instead of them going all psycho and stuff 
like that. It’s more like bringing us together for a civilised discussion about our cultures and stuff 
like that. (Student) 
Students identified several vital factors enabling this change. First was the distinctive way TFH 
constructed spaces of equality and reciprocity where respectful and tough conversations could take 
place. This occurred by connecting representatives from diverse religious and cultural backgrounds 
together in schools, working together and modelling openness, honesty and respect in their 
engagement with students and each other. Student comments reflected insights that in their work 
with TFH, no one religious or cultural group had privileged status over another. The active willingness 
to abstain from all reproduction of cultural privilege was essential to the creation of trust.  
Oh [TFH] is very multicultural, so it’s not run by biased people. (Student) 
You can go [to TFH] and feel like, you’ll not be judged you can just be yourself, you can talk to 
people how you want to talk to them, and you’re not judged by cultural norms, or…society 
norms. (Student) 
Second, significant for the promotion of respect, was students’ experience of TFH regarding their 
views as mattering, esteeming their contributions and valuing their identity. Again, there is 
fundamental recognition that no-one is better than another. Students’ manifold ways of engaging 
were supported; this they experienced as affirming and empowering.  
They [TFH] cared about your opinion. Even if you said something which didn’t make sense, they 
would support your idea. (Student) 
Any background, whichever background you come from, they’ll [TFH] be very welcoming. 
(Student) 
Suspending judgement and open listening  
These factors afforded a conduit for students’ exploration and cultivation of skills, such as suspending 
judgement and open listening, crucial to advancing respect and promoting increased dialogical open-
mindedness (Wegerif et al., 2014). Active listening rather than judging or making assumptions were 
skills students nominated as acquiring from TFH programs.  
It [TFH] made me learn not to judge people straight away. And before you judge just get to 
know the person, say hi, talk, say something before you judge them. (Student) 
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I used to be a massive prejudice, but now I’ve ...been able to filter out rather than labelling an 
entire group, just saying, sure there’s a few bad ones, but I can’t judge a whole community 
based off one guy’s actions. So that to me is a massive, it’s really helped me out. (Student) 
Students regarded suspending judgement as necessary in being able to overcome obstacles to 
identifying commonalities. Widening this kind of recognition—that is, making positive connections to 
others from a range of diverse cultural backgrounds—was a valued outcome of TFH programs for 
students.  
I got to meet Jewish people, and like ’cause I’m Palestinian, so I kind of had an uneasy feeling, 
but they turned out to be really nice...I was mixed with different age group …at the 
beginning…all the girls like sitting together, it was so shy but like the end...it was so loud! 
(Student) 
Reciprocal respectful recognition  
Some students distinguished between tolerance and acceptance. For them, respect necessitated 
more than toleration; instead, it required affirmative acceptance.  
Not just tolerated but accepted. Where like even if you are different, you’re still feeling 
comfortable. (Student) 
With acceptance and recognition, rather than reproducing privilege of any group over another, 
reciprocity increased. In reciprocity lay a sense of belonging and ultimate respect. 
When you make friends, take things from their culture, give things of your own. That’s how you 
belong. (Student) 
Mutual valuing and esteem in the eyes of ‘others’ confirmed being on an equal footing with others 
and potentially contributing as equals in Australian society.  
TFH is all different cultures and religions and shows… that we’re different but it doesn’t make us 
anyone better than each other, we’re all the same. And we need to learn to belong with each 
other and work with each other for the better of this country. (Student) 
Teacher observation of TFH role in promoting respect 
The thing that …kept bringing the students back, because no student was forced, they could 
easily have said, ‘I don’t want to be in that program, get me out’ was that they felt they were 
being listened to. (Teacher) 
Suspending judgement, open listening, embracing their own and others’ identities, opening a path for 
positive connection, and valuing the ‘other’, that is, cultivation of respectful reciprocity, were 
capacities also noted by teachers as student outcomes of TFH programs.  
The number one thing that…I appreciated with Together For Humanity is, there is no wrong and 
right... it’s a matter of saying how can we all reconcile our differences? That works in a setting 
like ours…not telling them to change their identity. That's a big no-no in a school like ours…they 
want to be able to wear their identity with pride. As long as our programs seek to empower our 
students instead of trying to change them…we can see some success. If we look at ‘…how can 
 31 
our community and our wider community and our country itself, how can you best fit in 
this…imperfect world?’ They want to hear about that…that’s where the strengths are...that’s 
what’s important to our students, and that’s what they’ve taken from it. (Teacher) 
The kids have been instilled [by TFH] to appreciate and value different people's opinions as well. 
Valuing differences is also a major factor because we are all different…we need to respect that 
and be mindful of that. We don't have to agree with different people's opinions, but you do have 
to value others. (Teacher) 
Extending the benefits: Enhancing student-facing elements 
Students reported they valued TFH inviting them to contribute their opinions on the content and 
organisation of their programs. They described enjoying participating in this formal evaluation 
process. TFH also undertook a process of ongoing iterative feedback from participating students on 
their completion of each program. Students saw both feedback processes as evidence that their views 
mattered, that TFH took their opinions seriously and respected them. Their feedback on concerns and 
issues actively contributed to shaping the programs, as TFH made changes to the programs as a 
result.  
I liked being asked my opinion [in the evaluation]. (Student) 
The value that students placed on having their opinions heard, regarded, and taken on board 
demonstrated the significance of agency for them, of being able to make a difference and have an 
impact. Active participation of young people in co-constructing with adults, programs, and activities 
that respond to issues they face is in line with best practice defined in Article 12 of the UN Convention 
on the Rights of the Child.  
Some teachers suggested that as students got older, they could valuably extend their agency and 
participation in the content and delivery of TFH programs; for example, students might be involved in 
directly designing activities or other content and delivering the content they initiate. 
I'd love to see more student-run activities. (Teacher) 
…[have] more student-based activities where you can say, ‘Okay this is what I need you guys to 
do, how are you going to do it?’ And then they can do it and then explain why... a bit more of 
that, rather than instructor-led stuff. Don’t get me wrong, it has to be monitored, the instructor 
does have to give them a good understanding of what they need to do, but students are more 
than capable of being able to run those activities or ask their own questions if they’re given the 
opportunity. (Teacher) 
Have a yearlong program where we're...working with student leaders, and doing upskilling, 
potential peer leaders to then run...where...Together For Humanity could actually...have a 
program where it trains young people, peer leaders within the school, and they become the 
champions and they have a program, [which] would have…a supervisory teacher…but they roll 
[it] out with their particular year groups or their stage, that is not curriculum based but is very 
much wellbeing domain based. In our setting it would be quite a new thing for us to be doing…it 
would be something we would have to be really committed to the long term and actually have 
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the program in place for the peer leader, and backward map, OK this is where we would end up 
with the peer leader program, and then go back and see what we'd need to do. (Teacher) 
Empathy 
Reaching out to find a connection 
The TFH programs allowed and fostered openness to others. This is a fundamental first step for 
empathy to occur: being willing to interact with someone different from you in order to connect to 
them and learn more about them. Some students noted that a promising benefit of the program—
which persisted even after the program had finished—was that they became more open to 
interacting and connecting with others whom they may have previously been unmotivated or not 
curious about interacting with. 
I’m more open now, so I’m, more open to everyone. When I see someone I say hi to them, I don’t 
just put my head down and walk off. I’ve been more interacting, more understanding. And it’s 
given me more insight to everyone around me. (Student) 
Sharing backgrounds and stories 
As an instigator of empathy, students repeatedly expressed being able to hear others tell their stories 
of their struggles. Often, such instances were the first times students had heard about the struggles 
that people of particular backgrounds go through, for example, Indigenous people in Australia. This 
allowed an emotional connection to develop; through the interactions, students could see the 
sameness and common humanity between them, transcending boundaries and borders. 
They brought along guests from different cultures. Hearing their stories really helped. There was 
this one guy…he was talking about his story, from Africa, and that really helped me sympathise 
with him. It just made me want to help them [Africans]. (Student) 
Often, students were not aware of the specific circumstances or struggles that other people had gone 
through, so others sharing their stories provided an opportunity to inform and educate participants 
on what it can be like to be someone of a particular background and the suffering that can go hand-
in-hand. 
I wasn’t really aware of how, like, so the Aboriginal lady, how hard it really was for her, like we 
did learn about it and stuff, but she told us things that I would have not known, unless she told 
so. (Student) 
There was a guy, a refugee from a country in Africa…he gave us his life story and it was pretty 
eye-opening, really sad—I got a lot from that. (Student) 
Students mutually sharing their backgrounds also provided a meaningful mechanism for empathy to 
develop. By students conversing about their cultures, they could locate points of similarities that they 
did not know about otherwise. These moments of connection and realisations of similarity were 
always regarded well by students. 
There was a session when…we were talking to each other and knowing about each other’s 
cultural backgrounds, it was pretty cool. [Why?] Because I got to know a lot about their cultures, 
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I didn’t know they actually did that, I kind of bonded over how their culture is similar to mine - 
Student  
As such, the sharing of personal stories and backgrounds provided meaningful opportunities for 
students to connect to, relate to, and care about others. 
Exchanging practices and traditions 
In addition to sharing personal backgrounds through stories and conversation, another activity noted 
to instigate empathy was the exchange of cultural practices and traditions. By taking part in a cultural 
practice different to their own, students could develop appreciation or respect for how others 
practise their religion or culture. Having someone of a different cultural background partake in one’s 
own cultural practices—for example, a sport—can also foster a sense of warmth that others really are 
more similar to them than they thought, and that everyone is, ultimately, human. 
We'll visit Mosques or the other, what they call like their churches and stuff [synagogues]. 
Maybe, not only cook one person’s meal we share our foods, make a nice feast. (Student) 
They would sometimes do activities with you and they’ll show, like if you have a soccer match 
with them you will see that they play like you. (Student) 
Teacher observation of  TFH’s role in promoting empathy 
Teachers provided feedback, further reinforcing students’ experiences of TFH facilitating and 
fostering empathy. They described the profound impact the program had on being able to question 
the particularly strong, harmful beliefs that some students had about people of certain backgrounds. 
In being able to interact with and hear from such people, students were confronted with how 
‘normal’ they were, and some were even stumped by this. This provided an important moment of 
reflection for students. 
They were…saying ‘They deserve to die… for trying to attack our country’ …and then when they 
come into a Together For Humanity lesson they see a Christian person, they see a Jewish person 
sitting there and they’re like, ‘But they’re normal people…they’re not what I think’. Just having 
that conversation is really important for our boys to say, ‘Okay, you know, maybe, I was wrong, 
you know. Or maybe some of the stuff I believed was right but some of the stuff they’re saying is 
also right’. (Teacher) 
Extending acceptance and connection through language  
Terminology: ‘Tolerance’ versus ‘acceptance’ 
Teachers appreciated the ultimate aims and outcomes of TFH; however, there was some contention 
about the use of the word ‘tolerance’ within the program, with ‘acceptance’ being the preferred 
term. To merely tolerate groups different to oneself suggested there was still a lack of complete 
respect or understanding, whereas acceptance meant people were wholly embraced. They saw 
acceptance as celebrating and respecting diversity. 
I have asked them [TFH] to focus more on respect and celebration not ‘tolerance’. Maybe they 
will, or maybe not. I have asked my teachers to keep an eye on this language as it needs to be 
consistent with the language that we use. (Teacher) 
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We argued about ‘tolerance’ as a word, we don’t use that here. They talk in terms of ‘tolerance’ 
and that’s not a useful language. I tolerate things I don’t like. (Teacher) 
For these teachers, the term ‘tolerance’ was not consistent with the language they used in their 
classrooms and schools. ‘Tolerance’ implied there was still some negative evaluation (for instance, a 
stereotype) being held of a group, but one would ‘put up with’ interacting civilly with those group 
members. ‘Acceptance’, however, implied that the individual had deemed those negative evaluations 
incorrect or irrelevant. ‘Acceptance’ allowed members of different groups to empathise and connect. 
Further, as one teacher said, they would like to go a step further to ‘celebration’. Celebration 
acknowledged difference and recognised the potential value that those differences can bring.  
Belonging 
If you have someone who doesn’t really know who they are...if they go to that [TFH] program, 
they all of a sudden have an understanding of who they might be or where they could belong. It 
helps a lot. It’s a nice topic to learn, it’s not just maths or something, where you’re forced to 
learn, it’s something [that]...helps you out. It’s something about you. It’s like, where you belong, 
where you can grow. (Student) 
Understandings of 'belonging' 
Students who undertook the TFH programs were able to articulate critical insights into developing a 
sense of belonging. For them, this involved a variety of distinct and essential components. They 
frequently expressed the idea of 'being included’, being part of a community with shared purposes or 
values, being part of a group who regularly saw each other, where they were made to feel welcome 
and safe. Trust, safety, and genuine mutual acceptance were significant, and many students described 
egalitarianism—that is, being on an equal footing in social situations—as fundamental to belonging. 
Students described these as requirements necessary to allow people to feel at ease and develop a 
sense of belonging. Being together within such contexts and having a meaningful frequency of 
contact, reported many students, brought about a sense of fulfilment. 
Having a purpose. So, for example… you [might] belong to your soccer team and you meet up 
with them, catch up and connect with them every day. [To belong] feels very good because you 
have a purpose and you feel happy that you're not being left out and you want everyone else to 
feel that way. (Student) 
Belonging and feeling safe were interconnected and were clearly of great importance to students. 
Being accepted for one’s self, including acceptance of difference and honest communication with an 
absence of judgement, promoted feelings of safety. Feeling safe meant you could then reach out to 
others, including those whom you may see as different.  
You feel safe and you feel wanted and accepted. And not discriminated [against]. (Student) 
I can know other people who don’t have the same culture as me and still feel like I belong. I 
don’t always have to always be the same as other people to know that I belong. Like at 
swimming I have other people in different cultures and backgrounds and they still accept that I 
am different, and they accept that if I don’t come to swimming that day I have a reason. I might 
have a festival. (Student) 
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Inherent in 'belonging’ were notions of equality and 'equal valuing’, with many students making this 
explicit. Power differentials within groups and communities could imply that individuals in the group 
were not 'belonging' on an equal footing. 
Equality. Trust. They’re stuff that’s all linked to belonging. Trusting people around you, equality 
of everyone around you being equal. (Student) 
It gives students a sense of belonging when they can openly talk about things and no-one’s 
judging them. (Teacher) 
In sum, students expressed multifaceted understandings of belonging, with fundamental concepts of 
belonging interconnected. Students reported that to feel a sense of belonging, they needed to feel 
safe and part of a group or community in which difference was accepted and valued, where there 
were mutual respect and trust along with compatible goals or values, and where all were seen as 
being on an equal footing in social contexts. When these requirements were met, a sense of 
fulfilment was promoted.  
Belonging and behaviour change 
Students who participated in TFH programs acquired a rich vocabulary for discussing understandings 
of belonging and acceptance. They also gained a sense of a safe space to address these issues, 
initiating conversations with teachers about struggles around belonging, behaviour that they had not 
demonstrated before the TFH program. This opened up invaluable opportunities for students and 
teachers to have meaningful conversations and to connect.  
I had a lot of boys come up and speak to me…after every [TFH] workshop, they’d come talk to 
me about, for instance, how their parents struggled coming to Australia, and how sometimes 
they ran away from their house due to such and such reasons…they were talking about how 
they lived in a house with five or six other families as well. It is surprising to see…a lot of boys did 
open up, the pressure that they have at home from their parents. They opened up about a lot of 
stuff. It actually created more of a relationship between those boys as well. Now, when I see 
them, they come up, like they’re good mates, you could say. (Teacher) 
Such discussions promoted fruitful results that teachers saw as crucial for the rest of students' lives. 
As one put it, 
I think it’s really important that we have these conversations...if we’re not having these 
conversations…what’s the purpose of coming to school…if students are graduating and not 
being able to relate to others, to be able to connect to other people, being able to, you know, 
work with others. (Teacher) 
Student critique of media impact on belonging  
TFH participants were fully able to critique the language and content of media and demonstrated an 
understanding of the effects of media reporting on perceptions of different groups.  
Students highlighted social media in particular as often having a negative influence on belonging. They 
described media, especially social media, as frequently a source of misinformation, ‘lots of types of 
bullying’, propagation of negative stereotypes, and hate speech. Students recognised that not only 
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everyday internet users were capable of this, but also public and political figures who held more 
influence. Students saw social and other media often tending towards inauthenticity and dishonesty, 
spreading discord and thus undermining trust. Typical comments offered critiques such as the 
following:  
It’s all like false information. Like part of it may be true but the news and reporters, not all of 
them but most of them, aren’t known for telling the truth. (Student) 
They identified media as a critical source for the propagation of racial stereotypes. 
I feel like they, just target Muslims mostly. They don’t make a big deal of other areas—they 
make a big deal of Southwest Sydney. (Student) 
I don’t think the media is portraying all people equally, for example, a white person commits a 
crime, they don’t say their name, but like, a person from a different culture like Indian, Asian 
person, they say their name, what area they’re from. (Student) 
Some even dismissed social media as a source of information. 
Like, do research, I wouldn’t really go on social media because people, a lot of people over 
exaggerate on social media and I find it like really pointless. (Student) 
Students clearly articulated their appreciation for TFH work as a valuable tool for counteracting the 
negative impacts of social media on their sense of belonging: 
The media can have a huge effect on [stereotypes] as well, ’cause it affects the way someone 
thinks, and so Together For Humanity is kind of getting there towards the youth before media 
affects them, whereas it’s already started but they’re still getting there trying to change the 
mind. (Student) 
Their teachers agreed. 
Teacher observation of TFH role in facilitating belonging 
On enabling critical conversations about media, 
Our boys really needed someone to challenge what their thoughts were. I believe, the biggest 
impact [of TFH] was exposing our students to this area of interfaith, intercultural understanding, 
linking it back to…an article in the paper today or this was a post on Twitter… why do you think 
Pauline Hanson’s writing this on Twitter? Students want to have those conversations, they want 
to be heard, they want to be listened to. (Teacher) 
TFH programs were credited with not only promoting discussion of issues of belonging, intercultural 
understanding and increasing connectedness, but also with impacting students’ identifications and 
behaviours. As one teacher at a public high school observed, the programs appeared to soften 
emerging, somewhat hard edged, expressions of masculinity: 
A number of guys who have done it and who are…now in Year 12…have, just softened a bit. You 
know they were put into the [TFH] program when they’re at that more difficult age… I don’t 
really have a better way to describe them, they could have become, you know, a bit more hard 
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edged, a bit more gangy…it [TFH] was one of a number of things that the school did to kind of 
re-engage them in their learning and re-engage them in the community. (Teacher) 
Extending the benefits: Furthering 'belonging' through TFH increased use of technology, 
including social media 
While students were unanimous in their critique of social media as a site for culturally stereotypic, 
shallow, sometimes racist exchanges, all students engaged with it, most daily. Their internet use was 
consistent with other Australian young people, most of whom have described their internet use as 
'near constant', with smartphones used by roughly 95%. Social media is a preferred platform for 
communicating (Anderson & Jiang, 2018). For this reason, TFH may consider whether there is a place 
for increased TFH program social media presence. Given that young people interact with social media 
every day, even though they may often find it ‘pointless’ and dishonest, the online space provides 
some opportunities not available offline. Participants frequently suggested that TFH digitally enhance 
programs to expand impact. 
…[have] more TFH programs that involve technology…our boys love their phones, they love their 
laptops, they love iPads. So…more programs that involve technology. (Teacher) 
While critique was a more immediate response for students, when asked about social media and 
belonging, many also commented on its potential benefits to belonging, including that communities 
of people from similar backgrounds can connect and form social, supportive groups that can create a 
sense of belonging, solidarity, and refuge away from the negative aspects of social media. Thus, a 
positive function identified of social media on belonging was its ability to unite people of similar 
backgrounds and create communities to belong to, which would not otherwise exist outside of social 
media. 
The good side [of social media] is like, it makes people find other people like them. (Student) 
It can furthermore be a way to facilitate connections between people of diverse backgrounds. 
Speaking of two students from different cultural and faith backgrounds who met through the TFH 
program, this teacher commented,  
They’re Facebook friends now and [my student] always tells me about B. and what he’s doing, 
and it’s great because he’s made a lifelong friend now, but he’s also built that connection with 
someone he wouldn’t normally speak to and so he can bring that connection to the class and 
speak to the class about different people from different faiths. (Teacher) 
A number of students described becoming Facebook friends with students they had met through TFH 
programs and had kept in touch online when they could not see them otherwise. This can be seen as 
a strength of social media’s impact on belonging. There were suggestions that TFH could explicitly 
encourage students to become connected on social media if students so desired. One idea was that  
They [TFH] could open an online site for a couple of weeks after the program at school for 
people who did the program to keep in touch and keep talking. (Student) 
These demonstrate that the students, appropriately, did not think of social media as solely a negative 
phenomenon in terms of its effects on belonging. While often observed to be a site of hatred, 
misinformation, and division, it also had powerful capacities to unite people. 
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Diversity, Multiplicity, and Shared Humanity 
Shared humanity: Valuing difference, recognising similarity 
TFH programs demonstrated numerous benefits in offering ways for diverse groups of students to 
recognise their similarities while respecting cultural differences. Often through intergroup contact, 
students actively learned from each other to identify similarities (e.g., within religious practices) and, 
from this, their basic shared humanity. Such valuable learning did not only take place interacting with 
other students from different cultural backgrounds but also through interacting with TFH staff. 
Exploring similarities and differences, participants gained an appreciation of cultural diversity and 
malleability and better-integrated conceptions of their own cultural identity.  
[TFH] is a program for people...of different backgrounds to…come together and actually work 
together and to see how well they can like, mix together, despite their cultures being different. 
(Student) 
When initially confronted with a group of people they perceived as ‘different’, students were 
frequently taken aback by how similar others were to themselves. From this, they reported taking 
away the insight that they were all ultimately human beings, with a lot more in common than they 
had initially thought. 
I mean it made me realise how different people are…how Jewish people, like, how they’re so 
different but same, you know, just…people. (Student) 
Being with the other school, which they came from a different religion, I really did learn about 
them, like you’ve got a different perspective. How similar they are to mine; they aren’t much 
different. (Student) 
Some students expressed what it was like to be the misunderstood ‘other’, whom community 
members may have anxieties about interacting with or hold misconceptions about.  
A lot of people think we're different. For example, Muslims. They think we're different and we're 
not people who are like everyone else, but we really are. (Student) 
While student interactions with other students was an effective way to learn about their shared 
humanity, students frequently expressed gaining similar positive impacts and learning experiences 
through interactions with TFH staff. 
[TFH] changed my views on the way I see different people that aren’t from the same 
background. Just, like talking for example with [the TFH staff] because they weren’t from the 
same background as me, so it made me realise that yeah we’re different, believe different things 
but we all pretty much, we have the same thoughts and opinions on things. (Student) 
It’s [TFH] bringing people together…that is a major strength because a lot of these kids would 
have never met a person from a different faith. Just having the Rabbi walk around the school. 
When the Rabbi…was here a few weeks ago, I spoke to him…and I had students all day come up 
to me and say, ‘Miss, is that your friend?’ I was like, ‘Yes. That’s my friend’… it’s very important 
for them to just see that you can be friends with people from different religions and different 
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faiths and that...they’re not a figure in their mind, they’re an actual human being, it makes it a 
lot more accessible to them. (Teacher) 
Some students found that their active learning process was better facilitated when greater diversity 
was offered in their learning environment. Students appreciated that TFH programs had exposed 
them to openness to listening to a broader range of viewpoints. They subsequently found their 
understanding increased when information came from a range of different sources and when they 
had multiple perspectives to examine. These findings are consistent with insights from work on social 
capital. The two dimensions of social capital often highlighted are bonding and bridging capital 
(Putnam, 2000). Bonding capital occurs with those seen as similar (i.e., bonds of connectedness 
formed within homogenous groups), while bridging social capital refers to bonds developed with 
those seen as different to ourselves (i.e., bonds developed across diverse social groups). Bridging 
capital is argued to be significant in its capacity to contribute to solving social problems, such as 
improving life chances and increasing resources to overcome disadvantages (Alston, 2002).  
Every week or second week, they would bring people from a different background, and they 
would share their experiences…that's how I learnt because I couldn't just learn from one 
background; I learnt better with people from different backgrounds. (Student) 
We talk about like life and our cultures and how we're the same, but how they're different, and 
how we pray and how they pray…actually, they live quite the same. They pray after every meal. 
They also pray in the morning…it's quite cool actually. (Student) 
Post TFH programs, students expressed confidence in having and living with a multiplicity of cultures 
and identities, and they felt comfortable with their integration of these (some pre-TFH program 
students expressed anxiety about having multiple identities and cultures and the consequent 
uncertainty around issues of identity; see the pre-TFH program student comment in the case study 
table further on in this findings section). This student identified as both Pacific Islander and Australian 
and explained, 
It [TFH] helps you explain who you are and what’s your identity. Some people, they don’t know 
who they are. They say, I’m Australian, but deep down, you don’t feel Australian. It helps people 
kind of understand who they are, who they want to be, and kind of explain what will happen 
during that time. It just helps understand your culture and where you belong, that’s what I got 
from it.  
He goes on to comment, 
I am more Australian...but if I see someone that might know me or something, I’ll always say, 
I’m an Islander on my dad’s side. When I go to church... [there are] only two white families in the 
whole church [60 people]. It’s so different, because I have this world, where I’m the majority, but 
I go to [the Fijian] church and I’m the minority there.  
Students’ responses to questions regarding cultural malleability may signal the TFH program’s 
effectiveness around issues of belonging, diversity, and shared humanity. Their teachers concurred. 
So happy to see how far some students have come…[we’d] say, ‘Okay you remember that, when 
we spoke about that in Together For Humanity, that conversation around, you know, identity 
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and it is constructed, or is it something you’re born with, or does it change over time?’ Those 
sorts of conversations were really healthy for us. (Teacher) 
Values: ‘Australian’ values 
Post TFH program, students described values that were consistently inclusive and democratic. These 
were typically multiculturalism, freedom to 'do what you want' provided you obey Australian law, 
equality of all, respect for all, and being safe.  
Almost all students who had participated in TFH programs expressed multiculturalism, respecting 
diversity, and peaceful coexistence as Australian values. 
Diversity, that's important. (Student) 
Making sure you understand different people’s cultures, multiculturalism, understanding other 
people. (Student) 
What’s important is that everyone gets along with each other, there’s not much violence, and 
even if people are different, they all get along with each other. (Student) 
Related to this, students also expressed as ‘Australian’ values the importance of accepting others, 
making them feel like they belong somewhere, and establishing communities. 
Being part of a community and not leaving anyone out, making sure everyone belongs. 
(Student) 
Not labelling someone as an outcast. [Australia is] diverse. (Student) 
As a consequence of identifying the multiculturalism of Australia, some students said there might not 
be absolute universal ‘Australian’ values since there were so many different ways people were 
brought up within Australia. 
It depends on how every individual is raised. So, I’m an Australian, but also have my Islamic 
background coming into it and my Lebanese background coming into it. Whereas other people 
are different, they’re raised differently. (Student) 
To several students, ‘Australian’ values meant acknowledging and paying respect towards Aboriginal 
and Torres Strait Islander peoples, given their traditional custodianship of the continent for at least 
65,000 years (Wright, 2017). 
We should respect Aboriginal people, because they were first here, and [people] should respect 
that they were here first. (Student) 
The pre-TFH program school described in the case study table further on in this chapter, sought an 
intervention with more explicit reference to attitudes related to gender, identity, and cultural 
intersections since, as one of their teachers commented, ‘If you talk about identity you talk about 
gender’. It would be interesting to examine the impact of this orientation in the future, as presently, 
few post TFH program students explicitly referred to gendered experiences.  
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Post-TFH program students expressed multiculturalism as an Australian value in almost all cases. They 
expressed the importance of respecting diversity and belonging for all. 
‘Real world’ behaviour change 
An important marker of success for any program endeavouring to change attitudes and behaviours is 
whether students change the way they act as a result, that is, whether what is learned about in a 
classroom environment is translated into different behaviours in students’ lives outside the 
classroom. Students frequently self-reported that their behaviour had changed as a result of 
participating in TFH programs. Their assessment was given support by teachers' statements of 
witnessing change occurring in particular participants or groups of TFH participants. Students, for 
example, regularly maintained, or stated they wanted to maintain, friendships they had formed 
through the program with others from different religious or cultural backgrounds. From these 
interactions with students of culturally diverse backgrounds, some reported that, among other things, 
they had learned to be better communicators.  
I’ve found friends [from the school I visited] that I can talk to on social media… [TFH] helped me 
get along with more people, from other religions; it taught me how to communicate in a proper 
manner, when I want to interact with people from other religions or cultures. (Student) 
Teacher observation of the role of TFH in promoting valuing of diversity and recognition of 
shared humanity 
Teachers expressed their observations of TFH’s successes in promoting respect for cultural diversity 
and fostering connections to help recognise and appreciate common humanity. Seeing successful 
outcomes, they were not only supportive of the program but were enthusiastic to see its scope 
expanded. Teachers reported that a number of students had maintained long-term friendships with 
students they had met on TFH interschool trips. Some teachers recounted that the program had 
impacted significantly on themselves in terms of their increased capacity to challenge stereotypes and 
appreciate diversity.  
TFH programs persuasively demonstrated the practical benefits of intergroup contact for students 
and sometimes their accompanying teachers. The programs were reported to have profound impacts 
leading participants to challenge previously held beliefs, with potential for long-lasting, positive 
benefits. 
Many girls were saying, ‘Oh, what would happen if a Muslim girl walked into a Jewish school, 
what would happen, would we get attacked?’ We walked in and nothing happened… our 
mindset completely changed…we’ve seen how different people are like us, we have connections, 
we can connect over many things. It enlightened me... to many aspects within life. It’s opened 
my mind to different cultures, putting myself in different shoes, getting to know other people, 
meeting different people. (Teacher) 
The world might tell us one thing, but in reality, we can be close, we can be friends, no matter 
our background…I think the kids are at the age where they can understand…even though they 
come in with preconceived ideas, the aims of the session are to… break some of those down and 
dispel some of the myths. (Teacher) 
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Teachers noted positive, meaningful changes in students' behaviour, including that a number of 
students maintained attachments with peers from different backgrounds, taking them into their 
established circle of friends and talking about these friendships with other students. 
Kids do it in Year 5 and Year 6 so can build on what they've learned… [It's] long term not just 
short term. You carry that through in high school and it's good to hear and see, the kids that are 
still bonding and connecting and going out with some of the kids [from another school] as soon 
as they leave [our school] they don’t forget. (Teacher) 
I think it [TFH] has made a difference with the connections that kids are building… one of my 
students [B. who is Muslim] has actually become really good friends with a student from 
[another school] ...with our project …we made a massive bull [with] different flags from different 
countries …we originally said we’re only doing flags from the countries where we’re from …that 
extended to ‘Can we have this one, can we have that one’ …one of the students is from Palestine 
and B. said, ‘They have two flags and we need to have the Israeli flag up there as well and we 
need to respect the Palestinians and have their flag too’ and so we did agree that we are going 
to have both flags …which was great. (Teacher) 
Extending the diversity: ‘No faith’ or active identification with atheism 
Atheism and ‘no faith’ 
Teachers were clear that an interfaith approach is crucial to intercultural understanding and 
acceptance of diversity within a shared humanity, and that this approach can have an enduring 
positive impact on students. 
What I loved about the program, having the difference of faith, is probably one of the best 
things around…I went to an Islamic school…we had a school from the country…come to our 
school and for the first time ever they met Muslims…easily still to date one of the best 
experiences of my life. That’s what I loved about this [TFH] program, having the people leading 
the program being of different faith and worshipping together, and the kids seeing it, it’s 
awesome. I feel like kids don’t think their teachers have any faith or religion or whatever. They 
just think they’re the teachers. So when they see an external person, ‘Oh wow, look you guys are 
talking, we all talk’…it’s good. (Teacher) 
While some teachers saw TFH as primarily faith based and suggested that ‘atheism’ and ‘no faith’ also 
be included in the TFH program, they recognised the value of bringing students together around 
received traditions to enter into a dialogue together about what these traditions mean for their lives.  
When I gave voice to the fact that there are people without faith that was a bit of a surprise to 
TFH... [Do you see TFH as predominantly faith based?] [Yes]…because that is how it’s presented 
…they talk about the Christian person who is coming, the Islamic person who is coming. That is 
very much about faith…but I consider it is all about bringing people together. (Teacher) 
Atheism has a number of meanings, including those who are decidedly atheist and those who do not 
identify with any theistic religious tradition. Of 55 post TFH program students interviewed, only one 
student identified as atheist, and one said he was ‘not sure’. Prior to his TFH program involvement, 
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the student who identified as an atheist had focused on wanting to be ‘Australian’ and ignored his 
culture of origin. Here he describes the benefit he got from his participation in TFH programs:  
[TFH] just really helped me accept other people…it also helped me accept my own culture as 
well...I just kept saying, ‘I’m Australian’. They just pretty much told me to explore my culture, 
and see things that I’ve never seen before…I found out stuff about my culture...different stories, 
and mythology. That was good. I pretty much just…talked to my parents, which helped. [You 
hadn’t talked to them about that before?] No, definitely not. They were happy that I actually 
cared. That helped a lot...I didn’t really talk to anyone before that. And after, I started asking 
questions, and they liked to answer. (Student) 
Teachers who raised the question of atheism concurred that being exposed to difference in this 
context—that is, people who have faith as part of their practice and their cultural tradition and those 
who do not—is vital. It provides the opportunity for students to become aware of what unites people 
of faith and those of no professed faith as human beings. They saw understanding and valuing 
diversity as being part of the richness of life, which many needed to negotiate daily. 
People need to be exposed to the fact that there are people who don’t have faith and this needs 
to be part of the conversation. (Teacher) 
We do forget…the highest population of this country is the people that don't believe. So really 
they should also be involved, as no god is one of the famous religions of today. I think it's 
important even for those people to know [about]...having those kind of mixes and different 
other cultures [in the community]. (Teacher) 
Confidence 
Students and their teachers interviewed post participation in TFH programs considered TFH’s work, 
through fostering young people’s capabilities, particularly increased students’ confidence. Increased 
self-confidence was marked by students’ conviction they could respond successfully and skilfully to 
everyday challenges of racism and discrimination. Further, a number of students found addressing 
barriers between groups promoted their individual self-confidence and positively impacted their 
mental health and wellbeing.  
Promoting individual and collective student self-confidence: Impacting wellbeing 
Self-confidence grows through understanding others (Walker, 2015). Participation in TFH programs 
provided opportunities for students to interact with community members whose worldviews differed 
from their own. Students viewed this as advantageous, finding it improved their communication skills, 
fostering openness and recognition of when to ask for help and support. 
[TFH] did make a big difference for me. What they taught me is not to hold things that I need 
help with in and to let people know about it so they can support me and help me out a bit...they 
just told me to open up, what I need help with, and not hide it from others that could support 
me. (Student) 
By making new connections with others from a broad range of schools, students increased their 
familiarity with others from disparate backgrounds and this was reflected in expressions of openness 
and happiness.  
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The TFH program helps us to communicate with people from other schools, like [first high 
school] and [second high school]. [First high school]...I think it's mostly Muslim, and [second high 
school] is mostly Jewish, and [third high school] is also mostly Muslim, but there's also a couple 
of people from other religions. (Student) 
…seeing different perspectives of others, definitely communication as well…I feel like that [TFH] 
gave me a sense of self-confidence, and that’s a pretty good trait as well, so, yeah, I’m happy. 
(Student) 
These students identified how meeting and becoming familiar with people who were previously 
considered ‘unknown’ and ‘different’ resulted in them overcoming fears and developing confidence. 
Moreover, the friendly, approachable style of TFH programs, conducted by people from diverse 
cultural backgrounds, significantly influenced students’ perceptions of themselves and others. 
[TFH programs] teach you a lot of stuff, they teach you to overcome your fears, they also teach 
you that it’s okay to be different than other people. But all in all, they’re just very friendly 
people, very friendly community. (Student) 
A number of students described how participation in TFH programs had transformed their insecurity 
interacting with people from different cultural backgrounds into self-assurance in bridging these 
identified gaps.  
[TFH] got me to look at...different people...in a different perspective…last year I remember I was 
a bit hesitant to talk to other people from [different] cultural backgrounds, ’cause I feel like I 
wouldn’t fit in, just because…we’re different. But after doing the TFH program…I realised that 
we’re not really all so different. Like we’re all humans, we all live on Earth and...we all have to 
talk to different people, sooner or later. (Student) 
Confidently connecting rights and obligations  
Content and delivery of TFH programs validated a human rights perspective. The programs gave 
students an important tool to manage their rights and obligations when confronted with racism and 
discrimination. 
There's a lot of discrimination and racism around us, but at the same time there's a lot of good 
things happening. So, for students, it is important for them to know that these things are around 
but programs like [TFH] help them deal with these things in a better way. That they have a right 
to speak up and to stand up for themselves and to be comfortable with who they are. (Teacher) 
The more [students] are exposed to and deal with good, positive experiences with people from 
different cultures and backgrounds and others’ backgrounds, the stronger and more resilient 
they become. There are individual cases of really very bad racism towards especially young ones 
because they don't know how to deal with it. That's why [TFH] programs are good for our 
students. (Teacher) 
Extending this insight, teachers observed how TFH programs, by presenting students with diverse 
community attitudes while inviting them to reflexively engage with their attitudes, contributed to the 
students’ capacity for critical reflection.  
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There are those people who'll appreciate you for who you are, and then there are those who are 
racist that you can never please, but you can stand up to and respond to, as long as you do it in 
the right way. It does help a lot, because you don't want the kids to develop the victim mentality 
that the whole world is against us, that we are treated badly, that I'm not getting this job 
because I'm a Muslim, or an Arab or wear the scarf or whatever. No, it's because of my 
credentials or I'll try another place. (Teacher) 
I definitely think, like the Prejudice and Belonging [program] definitely gave a different 
perspective on various things and gave the kids a lot of self-confidence too. (Teacher) 
By listening and hearing direct from [named community presenters], that resonates, and it 
impacts...it gives teachers more confidence to have those conversations ...with students when 
they raise those questions. And if teachers are confident, and the kids feed off that. And also it 
allows us to also have that sort of resource where if we don’t have the answers we won’t just 
answer them because we feel that’s the right thing to do. We can...tap into the experts to ...get 
the right knowledge base for our kids. I think it fits into a whole range of different curriculum 
areas. (Teacher) 
Teacher observation of TFH role in promoting student confidence: Witnessing behaviour 
change  
Teachers recognised that students’ participation in TFH programs enabled a platform for students as 
well as teachers to share in a safe and constructive environment. Students were advised by TFH to 
‘ask us anything’ with no questions trivialised or considered taboo. Teachers referred to the TFH 
approach as promoting equity between adults and young people through respectful discussions 
guided by students' interests. Positive relationships were fostered and informed discussions ensued, 
with students reflecting on personal experiences of members of diverse communities. Teachers 
viewed this as aiding student self-confidence through dynamic engagement and critical reflection on 
‘real world’ situations, broadening understandings and altering behavioural dynamics. This included 
challenging racism and discrimination. In addition, teachers credited this open and reflective 
atmosphere with stimulating students’ awareness in all areas of their learning environment. 
I think TFH...lays that platform where it gives kids confidence, in that safe environment to …have 
those conversations, and it also allows teachers to come into a learning situation on a different 
platform. (Teacher) 
Just seeing their behaviour change, seeing them [students] stand up for others, you know, for 
minorities and looking at [discrimination], that was really nice for the teachers also. (Teacher) 
This teacher’s observation, drawing directly from in-depth knowledge of the student, exemplified 
some students’ transformation in feeling more comfortable and confident with themselves and 
others following their participation in TFH programs. This included addressing situations of potential 
conflict around racism and discrimination.  
Before doing TFH program H. was a bit socially awkward, and would make…really awkward 
behavioural choices, but [participation in the TFH program] really helped him. [After completing 
the TFH program] we were talking about a range of issues…about freedom, equality, choice in 
terms of marriage for gay people. He…plays online with a series of people around Australia and 
 46 
he plays with this really racist guy from Queensland. And this guy was talking about…a whole 
series of really racist things and really homophobic things, and H. was like, ‘And you’ll be so 
proud Miss, ’cause I was able to like, really…I didn’t get angry with him, I just said, “Well if that’s 
your view, that’s your view, but this is my perspective on it”’, and then he goes, ‘And you know 
what Miss? TFH, if I didn’t do it…and Miss I’m going to say it to you because this is a safe space 
and I can trust you, but I used to think that Jews were really bad people and with TFH I realise 
that there might be a couple of people that might be an issue but it’s not reflective of all of them 
and I’m so glad that I learnt that from the program and now I can use that when I do other 
things’. He was able to link it back to ideas of tolerance and to extrapolate…this is persecution 
of Arabs, it’s not okay for that, it’s not okay for persecution of Jews or gay people...he was able 
to make those connections… [which] he couldn’t before, until he did the program. (Teacher) 
Extending the benefits: Mental health and wellbeing through an interfaith lens  
Several teachers proposed a role for TFH in addressing mental health and wellbeing through cultural 
and interfaith lenses.  
With Together For Humanity it’d be good if they could like widen that scope in terms of the field 
of mental health. Because I think as a society...that is increasing for our young, young kids. 
(Teacher) 
Another thing they [TFH] do well, and I know they just skim on it but it starts the conversation, 
you know, like we talk about kids [and]…extremism, alright…I believe school should do a job in 
that area but it starts through education for all kids. But you know what, self-harm kills more 
kids every week…in the last four years…we [in Australia] have lost about 450 to 460 plus kids 
[and young people], probably be closer to 500 this year to suicide...no-one’s talking about it, and 
I think Together for Humanity…lays that platform where it gives kids confidence, in that safe 
environment to…have those conversations…it allows teachers to come in …on a different 
platform. [TFH] talk a lot about life experience as well and it helps teachers also build on that, 
those relationships with the kids. (Teacher) 
Based on experience with TFH’s work, this teacher drew the connection between mental health, 
suicide and cultural and interfaith perspectives. He alluded to the neglect of this relationship and the 
potential value in exploring these linkages between spirituality/religion and mental health and suicide 
from different faith texts and traditions. He recommended expert input, if needed, to undertake this 
inquiry. 
What I’d like to see more of, in the [TFH] workshops, is…they need to start tackling mental 
health from a cultural and from an interfaith point of view. And I don’t know if they need to get 
experts in that area. Like what do cultures [believe]…Muslim, Jewish, Buddhist…It’d be great, 
’cause I think that could provide another platform for the kids in terms of opening up those 
more challenging conversations around mental health and where they can get support, in terms 
of a holistic approach. (Teacher) 
The teacher continued his reflections on the immense social pressures on young people and their 
parents today, including those arising from consumerism and new technologies. He invited TFH to 
consider its relations with the key related area of mental health and mental illness. His statement 
suggested the need for a review of evidence of mutual benefit for these important areas: for 
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example, professionals using awareness of spirituality and the search for meaning in their work with 
young people, providing alternative frames of reference to dominant consumerist ones, and the value 
of specific cultural and spiritual/religious practices in maintaining good health and addressing mental 
health problems.  
They’ve [TFH] already tackled a lot of tough conversations but they need to tackle mental 
health. It’d be good for kids to know from a cultural [standpoint]….[for example] from the 
Lebanese background, how’s self-harm looked at. Is it something not talked about or talked 
about? Is it something kept in your bedroom? Lots of [parents] ‘Oh you know you got a problem 
son or you got a problem daughter, have some food, or have a, I’ll buy you a shirt, or I’ll buy you 
a new phone’. That’s...just a band aid…’cause of digital distraction and phones and, [kids] feel 
like they’re missing out…social media’s having a massive impact on [mental health]…if they can 
get faith as a bit of a platform for strength and, and in a positive way to realise…[address] 
bullying online, or social media. If that’s their thing, and that helps them contribute…to 
community...that’s a good thing. That’s what I’d like to see Together For Humanity do, more 
stuff around self-harm…mental health, anxiety, depression. (Teacher) 
Pre/post TFH case study: A co-ed public high school  
Table 3 presents findings organised by theme. 
Intercultural Understanding 
Pre TFH Post TFH 
Students who had not yet commenced TFH programs had 
difficulty with language around intercultural understanding 
compared with those students who had participated in TFH 
programs. These students’ responses to questions were 
generally more scarce, less enthusiastic, and less detailed 
than TFH participants’ responses. While some could 
articulate understandings of culture and identity, others 
struggled with this. 
I don’t know. This might sound a little weird but I don’t 
think I actually really have a culture...it's confusing. 
Sorry. So basically at home, we don't have many beliefs 
or we don't really have a way of doing things at home or 
anything like that. I don't really know what my culture is 
like. (Student) 
I just feel like they’re [white people] very reserved and 
they just don’t want to talk to you. (Student) 
There was a variety of responses on how frequently students 
interacted with people of other cultures, from constant, 
daily interactions to discrete and limited communications. 
Rarely were these described as being very close to the 
student (such as a friend); instead, they were often 
classmates, teammates, or neighbours. 
I see people from another culture for two hours a week 
when I play basketball. (Student) 
Post TFH, student participants typically responded with 
more developed understandings of culture. For many, this 
involved recognising the importance of their religion when 
describing their culture. 
[Culture is] my family, my background…’cause I’m a 
Muslim, I think about Allah…about praying. Ramadan’s 
coming up ...so I think about Ramadan…after Ramadan, 
Eid—that’s what I think about. (Student) 
[My culture is] Lebanese. [Of beliefs] We fast for a 
month. We start fasting after sunrise…at sunset we 
break our fast, ...after that we have…the Eid…we all 
celebrate for fasting and things like that…very different 
to everyone…[there’s] one God and many prophets. 
(Student) 
Interactions with others from different cultural and faith 
backgrounds, which TFH offered participants, was often the 
first time students had an opportunity for such interactions. 
These opportunities were seen as particularly meaningful 
and invaluable because the students socialised almost 
wholly within their communities, and these opportunities 
allowed them to challenge misconceptions and 
misunderstandings.  
One student said to me, ‘That’s my first time seeing a 
Jewish guy in real life’. And I had to think twice, but it’s 
awesome that…you’re realising that hey, a Jewish 
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There’s a lot of them that are just completely different. 
Everyone is from everywhere. [I spend time with 
different backgrounds] every day, pretty much. All day 
every day. (Student) 
Overall, there appeared to be marked differences in having a 
language to express views about intercultural understanding 
between students who had and had not participated in TFH 
programs. 
person just means he’s a person anyway, but they’re 
[students] sheltered, and they’re... at school here, but 
the school they went to in primary is down the road, and 
the furthest they go is another five minutes to [shopping 
centre]… their life is a 10km radius. (Teacher) 
Students reported finding it beneficial that TFH utilised a 
broad approach that linked intercultural understanding and 
respect with acknowledgement of structural influences, such 
as the media and the impact of structural processes on 
individuals’ lives. 
[TFH] is…about...cultures, the media, about the story 
happen in their life, and especially respect for others…I 
feel...more understanding about cultures [and] other 
cultures.. It’s good the way they come to school. 
(Student) 
Overall, TFH was observed to have a meaningful impact on 
promoting intercultural understanding and more open 
attitudes towards others. There was also a difference 
between the students pre and post TFH program in their 
capacity to express their views around intercultural 
understanding.  
Teacher observation of TFH role in promoting intercultural 
understanding 
Maybe we are a very multicultural school without any 
awareness of other cultures…as a teacher that’s sort of 
what I can see…a lot of our students, everyone in this 
[TFH] program…don’t mind that people are different and 
they accept it, but they don’t know enough. And that’s 
what something like this program [TFH] brings in. 
Understanding that pressure, what leads to it, how does 
culture affect us as individuals. (Teacher) 
Respect 
Pre TFH Post TFH 
Pre TFH program students appeared to lack conceptual 
frameworks with which to examine questions about values, 
respect, and difference. They sometimes affirmed divergent 
lifestyles as the ground of respect.  
Australian values... the electricity bills, life choices. In 
Australia, you have to work a lot like, sustain a good 
lifestyle. (Student) 
Students pre TFH program did not, at this point, 
demonstrate knowledge of strategies to dismantle 
stereotypes and address anticipated prejudice or 
discrimination. They stated hoping to gain this from 
participating in TFH programs. 
Post TFH program, the students more consistently and 
clearly expressed egalitarian values concerning others. 
It’s all about respecting each other. If you have respect 
for each other it’s easier to get along, even if you don’t 
like the person, it doesn’t matter. (Student) 
My value [is] to respect everyone…don’t be like 
judgemental and don’t assume things without knowing 
the person. (Student) 
These ideas were often explicitly applied to multicultural 
contexts. 
 Just treat them like other normal human beings, that if 
you come to this country you have to treat ’em with 
respect, like what you did at your other country. 
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(Student) 
This included examples of discrimination and 
dehumanisation, viewed by the students as consequences of 
lack of understanding and respect. 
Most Muslims are labelled as terrorists, that’s 
discriminating…and there’s…a lot of discrimination 
towards Jewish people, Asian people…stereotypes….Not 
knowing the person, they’ll assume stuff. (Student) 
Some students reflected on their personal experiences of 
feeling a lack of recognition of their own humanity by others 
and being shown a lack of respect. 
Oh someone just stares…at me, in a different way... and 
then they leave the room… at one stage I cared but then 
I didn’t, because at the end of the day, everyone has 
their own opinion…that person didn’t even know 
me…but if they did know me I would care, because that’s 
hurtful, but other than that I don’t care ’cause 
everyone’s different. He wasn’t from my culture. He was 
like Aussie…that time, we were sitting at a park…and 
that man…went and sat somewhere else…now, I think 
he was...uncomfortable [about my headscarf]. (Student) 
Post the TFH program, some students reported questioning 
and shifting their beliefs, acquiring and enlarging their sense 
of respect for others. 
I thought I was better than other groups, and now I’ve 
found out from TFH that people are equal and that’s 
actually the best way to go – Student  
Teacher observation of TFH role in promoting respect 
I still think one of the best things [about TFH] is that 
they’re very open…[to]...questioning, about people being 
different… they’re very happy to say I’m different but it’s 
okay...okay he’s Muslim and he’s going to talk about the 
way he grew up and the pressures he had as a Muslim 
guy, but he’s Jewish, he’s going to tell you about the 
pressures he’s had as a Jewish guy, I think that’s 
awesome for the kids to be able to say, ‘it’s okay to 
speak about myself. It’s okay to understand that I am 
different to this person, and be okay with it’. (Teacher) 
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Empathy 
Pre TFH Post TFH 
Many of the students who had not yet taken part in TFH 
acknowledged that it was important to be nice and 
respectful to others in order to get along. This is an 
important initial perspective; additionally, some students 
expressed that they were keen to be able to learn from and 
connect with others. This is significant as this drive to 
engage with others is vital to be able to be open to 
empathise and relate to others. 
[I want to] learn a bit more about other people’s 
cultures… I don’t really know a lot about that at the 
moment. I don’t really know a lot about humanity…at 
school it’s not really something they teach us…I reckon 
they need to put in [the curriculum] more. (Student ) 
[I want] to just make new friends and see what happens. 
(Student) 
Students post the TFH program expressed understandings 
that demonstrated their capacity to put themselves in the 
position of the ‘other’ and reflected on how hurtful and 
inappropriate it would be to degrade others based on their 
diverse cultural and faith perspectives. 
If you’re going to sit there talking about other people 
because they do something different, it’s not right, 
because what if you’re like that, if someone sits there 
talking about me, in a particular way, I wouldn’t accept 
that. (Student) 
Don’t talk about other people for what they believe in, 
’cause everyone is taught differently. (Student) 
Teacher observation of TFH role in promoting empathy 
I know that’s a very deep message but TFH brings that 
little…seed for the kids to realise that...people...even 
though they’re not that same religion, same faith, same 
anything as us, but they’re going through the same 
things we go through, the same questions of identity, 
the same questions of…‘What do I want to do?’, ‘Who do 
I want to be?’, and they’re young but it plants the seed. 
(Teacher) 
Belonging 
Pre TFH Post TFH 
Students who had not yet participated in TFH programs 
appeared to have a more limited vocabulary for 
conceptualising and communicating about intercultural 
understanding and acceptance, antidiscrimination, and their 
impact on belonging. Students sometimes misinterpreted 
belonging as meaning possession ('owning something') and 
sometimes understood as interchangeable with acceptance. 
…make them feel like they belong by giving them 
something. (Student) 
Culture was often absent from students' conceptualisations 
of belonging and where they felt they belonged. Spaces of 
belonging were often small (for example, with friends or 
family) or of grand scale (belonging to Australia), but less 
often of communities of scales in between. 
I feel like I belong…obviously at home because it’s homey 
and comfortable. (Student) 
Post TFH program, students frequently associated belonging 
with incorporating mutual respect, community membership, 
and shared values. 
Just to be a part of a group of, be a member of 
something. (Student) 
[I] feel I belong if people treat me with respect. (Student) 
When you have an opinion about something, like people 
actually take it into consideration, then you feel like you 
belong. (Student) 
Students expressed their view that being meaningfully 
acknowledged and accepted for being themselves on a 
personal level was central to their belonging. 
Even being noticed makes you feel like I actually belong 
there. So just even, people noticing me, in my group…it’s 
all about communicating... in order for me to actually 
belong. (Student) 
By meeting people and…they accept me, for my 
personality, for who I am, and I’ll feel like I belong. 
(Student) 
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Some students went further and identified the importance 
of people from diverse cultural backgrounds in Australia to 
feel a sense of belonging within the broader Australian 
community free from discrimination.  
Different cultures [belong in Australia]. So if you were 
Jewish, Muslim, Christian so anyone belongs. (Student) 
[Having] no hatred towards me. And like when they 
understand me [I feel I belong]. (Student) 
Media and belonging  
Post TFH, the students demonstrated well-developed critical 
media literacy; most were able to identify positives and 
negatives of the media's impact on their sense of belonging 
in the broader Australian community.  
When…shootings occur…when someone from…a 
Lebanese background…they’re labelled [by the media] as 
terrorists. But when it’s like a Christian person they’re 
just labelled as… not a terrorist. (Student) 
I find everything on social media and TV a lie…you’re 
basically hearing rubbish, unless you have proof—then 
yeah I would believe it. (Student) 
At the same time, this student identified social media as 
potentially a site for positive intercultural communication 
and understanding: 
I have a friend that’s not Muslim, for example, I have a 
different culture friend, and then my friends meet that 
person, then they add each other to social media and 
they’ll probably get along with each other, so that’s like 
a way for them to get to know each other. 
In summary, TFH programs were effective in providing 
students with a language that enabled discussions of 
belonging as well as facilitating the increase of skills that 
enabled students to resist negative stereotypes. As far as 
this repertoire allowed for meaningful conversation and 
promoted connection and working together, TFH programs 
had also equipped students with skills essential to 
constructing and maintaining more comprehensive social 
inclusiveness.  
Teacher observation of TFH role in promoting belonging 
TFH is giving [a message] about differences...belonging 
and understanding, that even though we’re all different 
we still all belong to the school cohort, so that’s 
something we have in common…these kids respect that 
a lot…and that’s the message that TFH give...to make 
people understand it’s okay to be different but you do 
belong. (Teacher) 
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Diversity, Multiplicity, and Shared Humanity 
Pre TFH Post TFH 
Pre TFH program, the students interviewed appeared to 
have not had the opportunity to develop a vocabulary with 
which to organise their thinking concerning concepts and 
practices around diversity and similarity. When describing 
‘Australian values’, for example, pre TFH program, students 
expressed a higher proportion of responses reflecting 
cultural homogeneity and material conditions compared 
with post-TFH program students who more often expressed 
values related to multiculturalism.  
The great beaches and the weather and everything, like 
Aussie slang and Vegemite. (Student) 
It's a good place to live in. Because it’s like a clean area. 
Australia is not dirty, like other places...there’s pollution. 
(Student) 
Pre-TFH program students more often described ‘Australian’ 
values as related to material circumstances with less 
emphasis than post-TFH program students on cultural 
heterogeneity. 
While post-TFH program students interviewed were 
comfortable with having multiple cultural identifications, 
some pre-TFH program students expressed confusion and 
feelings of stress around having multiple identifications, 
believing they had to choose between their cultural 
identities.  
It makes me really anxious that I don’t know if I am 
Korean or Australian. How do I choose whether I am 
Korean or Australian? (Student) 
Post TFH program, the students reported that the program 
was significant in promoting their understandings of others’ 
cultures. A number acknowledged they had initial anxieties 
and some reservations about being involved in the TFH 
program, observing, however, that these were overturned 
as they experienced respect and saw benefits from their 
participation.  
It [TFH] helped me understand different people… like 
what other people have gone through based on their 
religions and cultures…. first they like approach each 
other, ’cause he was Jewish and Muslim, and based on 
what they hear about each other, they were a bit 
worried… But then once they got to know each other it’s 
very like, friends. (Student) 
[When the Rabbi first came, I] didn’t want to talk, or 
anything. But then later on, the more I talked with them, 
the more they would accept me and I accept them I 
would be okay to talk…. even though everyone’s 
different in their own way, it can help you out a lot. 
(Student) 
It [TFH] was good, actually I was glad I did it. I learnt 
different things about everyone, to not judge someone 
for who they are, ’cause you don’t know what goes on in 
their life. (Student) 
Students post the TFH programs were noticeably 
comfortable recognising and accepting both their 
differences and their identifications with other Australians. 
One student commented, 
[Australians]… believe in different things… like a different 
god... like the way they pray, things like that. 
However, also recognising a shared identity, the student said 
about ‘Australian’ values, 
We… welcome any culture. 
Others expressed it this way:  
I have different beliefs. And they have different beliefs. 
Things I’ll do are probably different to what they do. 
But… we’re all like one, anyways. We’re all one 
community, doesn’t matter where you’re from, where 
you’re born, everyone is one, in that way. (Student) 
Students considered significant being genuine, open 
minded, and welcoming to all.  
Just go up to them [other people], shake their 
hand…hang out some time, get along, play with them, 
meet up. Tell them about your culture and explain what 
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it is. (Student) 
[To get on with people from different cultures]…ask 
questions about them. Not personal ones, so say, ‘What 
are you here to celebrate?’ And you see what’s different, 
what’s equal, and then you talk about it. (Student) 
Students commented on being able to recognise similarities 
beyond those they would have expected initially: 
He’ll [Rabbi] be standing at the front and he’ll be like 
asking us a question like. ‘Have you ever been bullied’ or 
something like that and all of us stand… For them to 
stand, I’ve underestimate them as a person and I just 
now know that everyone’s the same and different in 
their own way. (Student) 
Not immediately judging others and respecting others for 
whom they are also appeared to impact students' 
confidence in being comfortable to be themselves. 
To not judge other people. And to be yourself. (Student) 
You just have to be yourself to other people. Let other 
people know how you are…and they will accept you. 
(Student) 
Acceptance was echoed as an important part of belonging in 
a multicultural society: 
I reckon they just have to be accepted for who they are. 
(Student) 
To accept everyone for who they are. They’re equal 
towards one another, it doesn’t matter if they’re 
different, everyone will always have something in 
common, everyone...doesn’t matter if they’re different. 
(Student) 
Teacher observation on TFH role in promoting valuing of 
diversity and recognition of shared humanity 
Kids learn that it’s okay to be different, it’s okay to speak 
to someone about your differences, but in the end, 
you’re all human and you all have that thing, and this 
program brings that out of the kids…we have a common 
goal of being good people. (Teacher) 
Confidence 
Pre TFH Post TFH 
Among pre-TFH program students, there was some 
expression of feeling judged and burdened by others from 
other cultural backgrounds in anticipation of possible 
prejudice, and so avoidance of a different cultural group, 
with no expressed strategies to challenge this. 
I kind of stay away from like, white people. (Student) 
I feel kind of low I guess, because...for a long time the 
Post TFH, students reported the program had a positive 
impact on their confidence, especially in boosting skills 
through intercultural interactions. 
[TFH] helped me… I am a very insecure person, and then 
hearing their stories and how TFH working with other 
people from different cultures, religions helped to make 
me think, well, if they were once insecure like me... 
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white people…discriminated against other people 
from…different races. I think oh my God…they might be 
like that now…and they’re probably judging me and my 
peers and all that. (Student) 
From such sentiments, it is clear that it would be hugely 
beneficial for such students to have a better-developed 
sense of intercultural understanding and confidence in 
interacting with others of different backgrounds. 
maybe [I can use] the skills learnt from TFH talking to 
other people, cultures, religions. (Student) 
A number observed this to have been beneficial in providing 
them with also an expanded understanding of themselves.  
[TFH] get different cultures…they give stories, some 
good advice that will help you out in life if you’ve been 
through issues…just by them talking and topics… just by 
them talking about it, it helps you understand it more. 
(Student) 
The skills learned developed students' interpersonal 
confidence and competence to have a range of interactions 
beyond the sphere of intercultural understanding into more 
general communication, even extending sometimes to 
friendship. 
[TFH helps] get people more involved, start talking, get 
friends and that, just to speak up... to tell people what’s 
happening in your life… to talk more. (Student) 
Students observed that the TFH program also helped them 
recognise the negative social aspects of school culture, such 
as peer pressure and antisocial behaviour. Being able to 
recognise better and understand such behaviours was a 
critical first step to learning to deal with them constructively. 
I reckon that the program (TFH) has made me properly 
notice a lot of things, like before I wasn’t actually 
thinking, so peer pressure…it has helped us presently 
but…the conversations I had with my friends about this 
program, has helped us. (Student) 
[‘TFH presenters] story, about how he used to chuck 
{inaudible} out the window, what his dad and his mum 
used to do, and how his dad had to come down to the 
school just to watch him, so he could be well behaved. 
[He told] us, what happened to him when he was acting 
up at school, ’cause he’s trying to tell people that are 
younger so people don’t become like he become when 
he was young. But then he changed…I’m kind of going 
through that, but I’m changing. I’m getting older and I’m 
getting more mature. (Student) 
Being able to learn from others' initially negative behaviours 
and experiences, being exposed to their learning trajectory, 
provided important role model figures.  
The great thing about the program (TFH)...was having 
cool people, who had pressures when they were kids. 
Knowing that was really important to me. (Student) 
Teacher observation of TFH role in promoting empathy 
They’ve [students] heard a lot about peer pressure, but 
sometimes they don’t realise that someone’s actually 
pressuring them to do something and just by the…two 
[TFH] facilitators speaking to the kids about...pressures, 
 55 
they realise…we’ve been going through this…this is how I 
handled it, did I handle it the right way? They didn’t have 
to talk about their pressures, you could see that they 
were asking the right questions. It’s a positive program. 
 
Teacher overall observation 
[TFH] has made a difference for them…to be able to 
have that big gap (six week[s] end of year/new year) in 
the middle but still...come in and be engaged...shows 
something for the program itself. Year 9 and 10 kids, we 
can barely engage them when they have a test the next 
day…I just literally went up to one of the kids...today, 
‘Don’t forget the program’. He’s like, ‘three to four?’, 
‘Yeah in the library’. He’s like, ‘Yeah, cool’. All I had to 
say was ‘the program’, …and he’s like, ‘Yeah, no, sweat, 
I’ll see you there’. One kid came up to me and said, ‘I’m 
missing two periods of sport to do this’—he chose to 
miss his sport which he loves, to do the program. 
 
This case study of students pre and post TFH programs, from one co-ed public high school, provides a snapshot of the TFH 
program’s impact for students across a variety of significant domains. The TFH programs appear to benefit students in terms 
of promoting increased intercultural understanding, sense of belonging, empathy, respect, and appreciation of diversity, 
along with a sense of shared humanity and interpersonal confidence. Students were interviewed prior to beginning the TFH 
program and then at the point of their final session in this 10-week program. The data have some limitations that need to be 
noted. First, although the program was 10 weeks, there was a gap of six weeks in the middle due to the end of the year/new 
year break. TFH programs do not usually have a break in the middle but are continuous, and so this case study represents an 
unusual ‘presentation’ of the program. Second, given the break, it was in some cases difficult to interview the same students 
pre and post TFH, although an effort was made to do this. Finally, the TFH ‘champion’ support teacher was absent for the 
first three weeks of the program, and different teachers ‘stood in’ depending on who was present and who was away. 
Usually, the TFH champion teacher would remain consistent, fostering trust with the students and extending discussions 
beyond the life of the program in the school. The TFH champion teacher in this school believed this would impact the 
program’s effectiveness for the students. Taken together, these limitations mean that the differences seen here between 
student responses pre and post TFH program may be less marked than could usually be expected, and so these may not be 
typical results of the program. Given the limitations, however, this also indicates that the positive differences reported in this 
case study are likely to be a conservative understanding of the impacts of TFH; the impact of more typically implemented 
TFH programs could be predicted to yield even more marked results.  
GOOD PRACTICE PROGRAM 
Overall Feedback 
The majority of teachers and principals gave only positive feedback regarding the Good Practice 
Program, giving numerous examples of the program’s achievements. These successes included 
intercultural understanding, belonging, antidiscrimination, and fostering good practice for teachers 
and students, which led to a flow-on effect in the school and wider community. While schools 
considered the $5,000 grant helpful, some continued to run the program without it. 
Any suggested improvements involved the amount of time involved to write the program and a 
suggestion for further involvement and education of all school staff to enable the program’s further 
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success. One teacher commented that they would like to have had more sessions at the school and 
included the whole year group.  
Curriculum Development 
The Good Practice Program curriculum development was based around what the teachers and/or 
principal considered most important: addressing some of the issues current within the school and 
their students’ attitudes, their general wellbeing, and what may be holding them back. The staff 
considered ‘some of the problems that we have in the school, some of the antisocial attitudes and 
behaviours and things like that’. In this way, Good Practice Program curriculum development 
addressed the unique needs of and desired outcomes for the student bodies of each school. 
[With GPP] …we wanted to affect students who we believed presented antisocial behaviours, 
presented extreme thoughts or ideology. (Teacher) 
[We wanted to address] some of the identity struggles students have in this school, some of the 
issues around their cultural awareness, their social skills…with a lot of the conflict that was 
happening overseas…there was a lot of talk around extremism and you know, and them being 
able to reconcile what’s happening overseas and their own identity. (Teacher) 
In addition to including content about cultural stereotypes, stigma, and discrimination, some saw 
value in including additional content to more holistically address the issues affecting students. 
Also kids who weren’t eating right or not sleeping right, you know, not having structure at 
home, things like that. And those things I wanted to put in the program as well because I 
wanted to sort of make the program a culmination of sort of the things that I’ve noticed over 
the years in school that really hold our students back. (Teacher) 
Using the Grant 
Schools applied for and received the TFH $5,000 grant, which they used to facilitate implementation 
of the Good Practice Program. Teachers were grateful for the assistance this funding offered. Each 
school used the grant differently depending on their particular needs. One school hired a program 
writer to observe classes and write the program, another school used it to create a cultural identity 
unit, while another used it to write a program focusing on attitudes towards gender. 
The Good Practice Program was really helpful, to get money. $5,000 is really helpful. (Teacher) 
Look it’s not a huge amount but it’s enough for us to release staff. It allowed me to employ 
someone to work in collaboration with [the teacher]…as he was developing the resources… and 
we’ve shared this resource with so many other schools…and it’s something we’ve been able to 
build on. (Teacher) 
I would write the program, I would teach the program, but there would be someone who could 
also publish it, write it in a way that’s really well structured, make it a way that can be 
transferred between schools and really link it to curriculum, make sure that we weren’t 
plagiarising at all in any way. (Teacher) 
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Other schools implemented the Good Practice Program instead of previous (and more expensive) 
programs at their schools. This modification allowed the teachers to rewrite the program to include 
material they deemed important, including—but not limited to—discussion about intercultural 
understanding, inclusion, tolerance, and gender.  
It seemed to align with what we were doing, because…we had a mentoring program based on 
what we identified in our school. Attitudes to gender being a significant issue. Then, of course, 
the complexity around intercultural stuff around gender and kind of the clash between… [So] we 
wanted to…address that in a way that might be appropriate to our cohort. (Teacher) 
The teachers who wrote the Good Practice Program were first-generation Australians who 
talked about what their family perceived about gender as they were growing up and how they 
had a different experience around gender in their families than the schools they were in. 
(Teacher) 
Schools integrated the Good Practice Program with the curriculum and enriched it through other 
programs, specifically dance, music, and other co-curricular activities. They viewed this as an 
especially valuable and effective way to go about teaching the content. 
The most effective things happen across curricula in class. (Teacher) 
We had Year 7 called ‘the unit for cultural identity ...the sense of belonging, the culture and 
understanding other people’s cultures, having tolerance and acceptance and it just ties in 
beautifully with the Together For Humanity Program and…see(ing) that now we’ve linked it with 
the philosophy behind it which is about inclusion, it’s about tolerance. (Teacher) 
[The activity] was done in a practical way via drama stuff. (Teacher) 
In summary, staff were grateful to receive the $5,000 grants. They often used these funds to hire 
professional staff to assist with curriculum development and publication; as a consequence, multiple 
teachers reported that their resources were developed to a better quality and were able to be shared 
with other schools. Curriculum content was typically developed to meet the specific needs and issues 
of each school to reach their particular desired outcomes, and teachers reported particular success 
when the content could be integrated into other curricula.  
Schools Reported on Their Own Evaluations of the Good Practice Program 
Schools discussed the successes of the Good Practice Program at length. One school in particular 
formally measured it in their tracked behaviour programs, where student suspension rates decreased 
and school attendance improved. Before the school implemented the Good Practice Program, 
teachers had heard students use serious homophobic remarks and discuss suicide bombing in class. 
The Good Practice Program worked with students to determine their own identity aside from the 
media and other negative influences, assisting these students to be proud of their culture and who 
they were. Furthermore, some students at this school had never previously met someone from the 
Jewish faith, and by the end of the program, they described feeling very close to the Rabbi and 
expressed that they would miss him. 
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Teachers discussed the change in the students’ attitudes and in the school’s culture. Communication 
improved, and teachers saw students applying what they had learned in the program in the classroom 
and were responsive when teachers reminded them of their learnings from the Good Practice 
Program. The school reported that this affected the students individually, in groups, and in the wider 
school. 
We did [the Good Practice Program] when they were in Year 10…We have a system…where we 
track all their negative behaviours and positive behaviours. We saw you know, a huge 
improvement on negative entries. We saw their suspension rates drop. We saw their attendance 
improve…These were our core group of boys, but they can have a big impact on the rest of the 
school. In terms of, in terms of how they communicate to others, in terms of if they hear 
something then they can say, ‘Hold on a minute, you know, we spoke about that in class, no 
that’s not the way it is’…So they really helped in influencing the culture of the school. (Teacher) 
In 2015 and 16…we had problems around teachers saying, ‘Oh I’ve heard a student talk about 
this in class...suicide bombing or talk about…homophobic remarks and things like that nature’. 
You know, like extremely homophobic remarks, we’re not talking the ordinary stuff that people 
hear. To absolutely almost—I won’t say almost—zero! We don’t see any student in our school 
who still holds those sorts of ideas. Which is excellent. (Teacher) 
We looked at cases of people who have been you know, radicalised if you like. We looked at 
case studies of students [and] ex-students who made wrong choices in that area and other 
areas that led either to you know, going overseas or death or jail or things like, of that nature. 
So I think, yeah, we’re really happy with the program and the results were wonderful. (Teacher) 
These results clearly demonstrate that for this school, the Good Practice Program saw profoundly 
positive effects in terms of their suspension rates dropping, attendance rates increasing, and indeed 
the whole culture of the school's student body shifting to become less adversarial, negative and 
discriminatory.  
Pre-Surveys and Post-Surveys 
Other schools used pre- and post-program surveys for both students and teachers, which showed 
positive results and noted behavioural changes in the students. The surveys were also useful in 
reminding students how far they had come since the commencement of the Good Practice Program. 
Both students and staff valued the program’s encouragement to ‘be yourself’ and for helping to 
unpack the students’ ideas, instead of telling them about ‘right and wrong’. Furthermore, the Good 
Practice Program was not compulsory, yet students continued to return.  
We hand [the surveys] out and we say, ‘Okay boys you did one at the very beginning and this is 
what you’re doing now’. And I think it happened twice in the term…We had a survey …done with 
the staff and the staff were really… positive about the program… [there were] some dramatic 
shifts… in [students’] thinking, in perspective, in their knowledge of different cultures and their 
understanding and appreciation of others. (Teacher) 
The teachers stressed the need for this program, arguing that it was important to have conversations 
with students at a time when the media had such a strong influence on young people, when many 
suburbs were made up of one or two cultures and there was little exposure to other cultures and 
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beliefs. Use of the Good Practice Program to help students relate to others, connect with other 
people, and ultimately work alongside others when they graduated was considered fundamental.  
The Good Practice Program also brought about discussions regarding a greater understanding of 
different cultures: ‘a change in the tone and the positivity of the school’. 
Successes in antidiscrimination, intercultural understanding and belonging 
Schools considered the Good Practice Program successful in supporting students to build empathy 
with people from different cultures, giving students a platform to share their views and opinions and 
having these challenged by people from different cultures. By exposing students (and even teachers) 
to these different cultures, participants were able to challenge the negative stereotypes they held of 
others in being able to relate to and even befriend those they may have previously held in contempt. 
People do live in a very stereotyped world where people don't want to talk to certain 
communities…[thinking like] ‘This one is exactly the same like the other one’. So I do think one of 
the benefits that when people come out, even some of the teachers when they come out, they 
start talking and it's very favourable to see that…[Good Practice Program] was very tiring, but it 
achieved a lot…Some of the students, what they said was amazing. (Teacher) 
Strengthening the Good Practice Program 
Teachers suggested a number of changes to improve the Good Practice Program, and generally, this 
was based around the amount of time it took to write the program. While program writing was 
considered worthwhile, some suggested that TFH could write a basic program and have the school 
work from this outline instead. Other teachers suggested a resource pack: ‘Just knowing what they 
actually offer in terms of those programs and process and resources online, that would be really good’.  
Another teacher suggested the school needed to follow up on the program, but it was hard to find the 
time to do this. Again, they suggested a partnership in writing and delivering the program, suggesting 
that money was not necessarily a problem but rather the time it took to write and run the program.  
It takes a long time and a lot of work to write the Good Practice Program. It’s worthwhile but [I] 
would find it easier for Together For Humanity to write it, then have the school work on that. 
(Teacher) 
[The] brutal reality is that I am one person wearing several hats. So maybe it could be a 
partnership. The money is not a barrier. But the principal would like it even better if I had a 
grant to go with it. (Teacher) 
Also expressed was the importance of letting all school staff know about the Good Practice Program. 
This would assist in educating the staff—empowering them to have the confidence to have 
conversations with students regarding what the Good Practice Program taught.  
I do think it's a very empowering program, but I think when they are sending that program to a 
school, they should be educating the leaders as well. Because a lot of times, the leaders don't 
have the right sort of idea around what that person is doing, the person in charge for that. 
(Teacher) 
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A follow-up of the Good Practice Program was suggested, both for students in their ongoing 
participation, as well as the school. 
[A] weakness was that the school didn’t follow up on it...We haven’t been able to create a next 
semester follow-up; in an ideal world we would be mapping it. (Teacher) 
In sum, teachers mostly based their suggestions of changes to the Good Practice Program on the time 
constraints they felt. They suggested TFH should make more resources available to teachers and write 
a basic program from which individual teachers could expand. Teachers also suggested program 
follow-ups and greater communication of the Good Practice Program as well as other TFH programs 
to more school staff. 
TFH: OPERATIONAL PROCESSES 
Duration of Programs  
Students expressed two main views on the current durations of TFH programs: that they liked them as 
they presently were and would not make any changes to them, and that they were enthusiastic to 
participate in more TFH sessions. Teachers often recognised this enthusiasm and the program’s 
positive benefits and so were often also enthusiastic about facilitating more TFH sessions, although 
they were more aware of the time constraints around which to navigate for this to happen. 
It was usual for students to comment that they liked a current program’s duration as it was and would 
not alter anything.  
I wouldn’t change it. (Student) 
However, students also expressed a desire for more sessions, particularly those who had participated 
in the Inter-school programs. 
The only thing that I would change is adding more days. (Student) 
This, they suggested, would help build friendships and keep contact with other students. Suggestions 
of frequency included twice or thrice a term, motivated by a desire for more connection. 
I would probably make more Interfaiths per term, like maybe two per term, so you actually 
remember each other when you see each other again, ’cause we see each other just once a 
term, once every three months, you might forget what each other look like. (Student) 
I would make it so Interfaith is on more days. We would get to know each other better, and then 
be better friends. (Student) 
One student identified that more sessions would also provide an opportunity for participants to talk 
about what they had learned and how they had applied it in their lives, therefore allowing them to 
see others’ learning. 
Instead of one time, I would do like two times. Like the first week and like the last week, to share 
what we [have] done. (Student) 
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To summarise students’ perspectives, many were happy with the current duration of TFH programs 
and would not change it. However, others desired an increased scope of Interfaith program delivery 
to twice or thrice a term. Students desired this additional time to interact more with students from 
other schools.  
Opinions from staff about TFH program’s duration and timing varied, though many were enthusiastic 
for more sessions. Some staff suggested longer days; however, most staff interviewed suggested TFH 
should hold shorter days more frequently. While staff acknowledged that this might not be possible 
due to a busy school schedule, they did not want the program to overwhelm students and take away 
from what they were learning. Staff, however, also had concerns about the academic impact of having 
too many TFH sessions. Regardless, they acknowledged the program’s value operating longer term 
and students’ enthusiasm for more sessions. 
I think the kids see more value behind something that’s running for an extended period of 
time...at the start, like where I signed some kids up for it, and they were like why am I coming 
here? And then towards the end of the term, they were like oh can we do it again next term? 
(Teacher) 
Increased delivery of TFH programs could take form as either more frequent, shorter sessions or 
comparatively less frequent, whole-day sessions. Teachers raised benefits and limitations for each 
option, however, irrespective of which option they took; it was clearly highlighted that teachers and 
schools were working with limited free time. 
I believe the schools also have a limited amount of time, so they can probably only spare a day 
for this activity. (Teacher) 
Teachers praised current programs that operated over a day for how TFH ran them, for being mindful 
of not having too great an impact on the students’ mental capacities, and for their ability to facilitate 
interactions between students. 
Generally, we start at 10, and we finish at 2, with lunch and recess. So it’s really not such an 
onerous day on the kids. And then they spend time at lunch and recess playing with each other. 
So I think that timing is pretty well spot-on. (Teacher) 
One teacher expressed concerns that if such day formats were replaced with shorter, more frequent 
sessions, it would be more likely to negatively impact the academic progress of students. 
Consequently, a few teachers expressed a preference for whole-day workshops. 
My concern as a classroom teacher, is having kids taken out at the same time weekly or 
fortnightly and them missing that lesson all the time… [It would be better] if they did a full day 
workshop, you know once every five weeks, rather than one hour or two hours every week, or 
every fortnight… it’s okay for [Year] 7s and 8s, but 9s and 10s start to get a little more serious 
about their work and so there is an academic impact as well. (Teacher) 
I would work with fewer interventions over longer term, rather than shorter interventions. 
(Teacher) 
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Others, however, acknowledged that benefits to having shorter, more frequent sessions included 
providing more opportunities for friendships to develop and allowing the program’s content to be 
cognitively processed at an easier pace. 
There's so much to take [in] ...there's a such a fully loaded program where there's so many 
things happening, so I think if there was probably a shorter version of the program where they 
could run it in a term over three days and give more opportunity for those people to come 
back… probably you'd see more fruit and more productivity. Don't get me wrong, I'm saying 
there's still people that are making friends [but] I think some people require more time to do 
that. (Teacher) 
Also highlighted by teachers was the great value of being able to have the same group come back and 
share the learning that students had done in the meantime. 
Revisit the same group in a year or two years, try to get the kids meeting as they get older and see 
how some of this changes, and as they get older the topics become more involved and getting them 
to share their personal experience. It's important that it's not a one-off thing. (Teacher) 
Table 4. Summary of teachers’ comments on TFH program duration 
Desires More (but Shorter) TFH Sessions Desires Less (but Longer) TFH Sessions 
I think if there was probably a shorter version 
of program where they could run it in a term 
over three days and give more opportunity for 
those people to come back… probably you'd 
see more fruit and more productivity. 
[It would be better] if they did a full day 
workshop, you know once every five weeks, 
rather than one hour or two hours every week, 
or every fortnight. 
Revisit the same group in a year or two 
years... It's important that it's not a one-off 
thing. 
I would work with fewer interventions over 
longer term, rather than shorter interventions. 
I think the kids see more value behind 
something that’s running for an extended 
period of time… towards the end of the term, 
they were like oh can we do it again next 
term? 
 
In sum, though there was a desire for an increased scope of program delivery, there was little 
available time for schools to implement it. Some teachers agreed that whole-day programs were 
beneficial and preferred in terms of mitigating the risk of academic interference compared to more 
regular, shorter sessions. Teachers raised points, however, that shorter, more frequent TFH sessions 
would provide beneficial opportunities for students to interact with each other more often. They 
suggested that these sessions be made by breaking down current day programs, so as not to increase 
the overall time commitment for students. 
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Activities  
Students and teachers generally saw the TFH program’s activities favourably, especially those 
activities that allowed students to connect with each other, learn from one another, and develop 
friendships. Students often nominated those activities focusing on connection as their overall 
favourite part of TFH’s activities. Suggestions were made on how to strengthen student attention and 
participation during the activities, desired developments of these activities, and how to better 
prepare teachers and students for their involvement. 
Engaged participation 
Acknowledging that the program was overall positive and offered many benefits to those involved, 
students suggested ways to increase engagement within the programs. One student reported that 
some students were on their phones for the whole class and did not participate. Similarly, another 
reported that at times the groups did not mix. 
Well, maybe try to make the people mix in more, because when we went to the pool, when we 
were swimming, we each played in our own groups. I think we were meant to play together. 
(Student) 
Other students reported that sometimes people were shy and sat quietly during the question time. A 
suggestion was given that TFH should help the groups mix more and participate fully, for example, 
one student suggested written words to help with this rather than spoken activities. 
Maybe writing down something, because sometimes I find that words are very powerful, so 
maybe even like writing down something about it, and passing something around. (Student) 
A couple of students commented that they would like their school teachers to be more involved in the 
programs, both in terms of engagement within the programs and taking a more active role on 
interschool days. 
Some teachers were not, they weren’t keen on listening to some people’s ideas. [Whose ideas? 
Like the stories people were telling you?] Yeah like they didn’t want to, they didn’t really talk about 
being open about it. [how do you think they could be more open and listening next time?] Have more 
time to listen to them. (Student) 
We have teachers that talk about our beliefs and they have teachers that talk about their 
beliefs. I'd maybe one day [like] their teachers [to] come to our school and they talk about and 
our teachers come to their school and talk about. (Student) 
Students recommended speed dating as a helpful activity to facilitate initial interactions with other 
students and to reduce any initial awkwardness. 
Do a 'speed dating' activity where everyone talks to each other for one minute about their 
interests, school, etc., then pass to the next person. (Student) 
Because when you take three different schools and put them together, they won’t actually mix, 
because they [all] have their own group of friends and if you put them together in a group it 
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would be really, really awkward, [so if you 'speed date'] they can actually get to know about 
each other a little, so that they can actually start a conversation about it. (Student) 
Some students reported that some activities did not explicitly relate to what they were learning, and 
that some of the theory was boring. In general, students thought more activities would be better. 
I would make—no offence—but some of the activities didn’t contribute to anything we were 
learning about. [So, you’d rather activities that link more with what you’re talking about?] Yeah. 
(Student) 
Some of the theory lessons, they seemed boring, I guess. The hands-on activities were really 
good. I guess do more of that. Whilst also doing some theory stuff. (Student) 
Favourite activities 
Students considered the activities a fun and important part of the TFH programs, with a number of 
their faces lighting up as they spoke about their participation. The activity most discussed was getting 
into groups with students from a different school and getting to know each other. Although some 
students were shy, many found this really interesting and learned a lot about the similarities and 
differences between each other’s cultures and religions.  
Sitting down and talking…I really like it, it’s very interesting. Other cultures, speakers…and 
peers…we’re talking about it like, ‘Wow we didn’t know that!’ (Student) 
Other favourite activities included the sign language game, crossing the line, doing speeches, visiting 
the synagogue, greeting others in their own culture, stealing Lego blocks, and the correction of racist 
comments. 
I think [my favourite part] was the big kitchen, because it involved teamwork. (Student) 
[My favourite part was] probably the lessons. They came in well organised, they always had 
something ready and prepared. They weren’t coming in like, hold on, let me run down and let 
me get this, they had everything ready. It was really good. We just got on with it, it was like two 
hours, but it was the shortest two hours. You wanted to learn more. (Student) 
Many students enjoyed having a visit from a guest speaker and hearing their story, helping them to 
learn about their background and consequently empathise with the speaker. Students also 
particularly valued activities that involved interacting with students they did not already know. They 
were enthusiastic about learning something new, going different places, meeting new people, and so 
better connecting. 
The game we played where we moved spaces for each question showed how alike people are, 
even with different cultures… It shows how similar we can be. (Student) 
It’s very helpful, because they split us up into [groups] and we talk about like life and our 
cultures and how we’re the same, but how they’re different, and how we pray and how they 
pray. So it’s really helped me learn about Muslims and [different religious groups] and how they 
live. And actually they live quite the same. They pray after every meal. They also pray in the 
morning. (Student) 
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There was a game where we weren’t allowed to talk...so we had to kind of use sign language 
but not actual sign language. And it helped us connect better. (Student) 
Teachers interviewed praised TFH content and delivery. There were no suggested improvements to 
content. Teachers were enthusiastic, however, in addressing practice, that is, suggesting 
improvements to delivery processes and stakeholder groups. 
Credit to the people that delivered the program, they, in a short period of time, they provided 
value to the boys. (Teacher) 
Some teachers flagged that the program’s delivery was not necessarily always appropriate, as the 
attention spans of younger students were limited, and it could take a while for them to open up to 
strangers.  
Sitting there in a circle as the only activity I think is limited. Our boys lose their focus quite 
quickly… [It would be better] if TFH were doing some group work things to be able to diversify 
the activities. Shorter activities, maybe. (Teacher) 
Teachers would have liked to have more time during sessions to prepare students beforehand and to 
debrief and wrap up the sessions after completion.  
Basis for schools’ selection of students to participate in TFH programs  
Several important considerations related to the concept of belonging emerged from the interviews, 
including how the process of selecting students to participate in TFH programs differed among 
schools. This means there is currently no broad consistency as to how and why schools select 
students to participate in TFH programs.  
There was variability between schools in how and why they selected students for participation in TFH 
programs. In a number of schools, many students selected to participate commented that more of 
their schoolmates should have been given the opportunity to participate in TFH programs, even if 
they chose not to take part. 
I’d let all students be able to participate in the program, not just a selective group. Anyone that 
wants to, so not a compulsory thing, ’cause not everyone wants to miss out on class. But people 
can nominate themselves or volunteer to be a part of it. (Student) 
Schools had diverse methods of selecting students for the program; some selected those students 
they believed were vulnerable in some way, while others prioritised a mix of students, considering 
how best the group might work, and who would benefit most from the program. 
[Our school] preselected and focused on students whom we thought would have problems with 
transition. We…identified students having issues with relationships, friendships, and students 
with issues around self-control, temper. And some who are a little bit isolated, who didn’t seem 
to have really strong friendship groups. (Teacher) 
The students were selected by the mentoring adviser and their year advisers, based on who we 
think will benefit from the program most, but also based on a diverse group where there’s 
differing of opinions, and there might be a clash in a discussion, or there might be a heated 
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discussion, which will allow them to develop or learn. So the group was selected as a diverse 
group, as a mixture of males and females. (Teacher) 
Students’ wellbeing was also kept in mind, where students were not selected if it was thought they 
would be isolated or vulnerable within the program. 
There were a couple of kids whom we couldn’t have in there, the ‘pointy end kids’, because it 
wouldn’t have been a safe place for those vulnerable kids…[and] we didn’t want anyone on their 
own, who was alone in their racial background. (Teacher) 
Staff communication and involvement 
Many staff requested better communication and suggested education for all school staff. This 
included a ‘pre-program’ discussion with TFH where staff could ask questions, be informed and 
educated about the program’s aims, consequently empowering them to follow this up in class and 
support the students attending the programs. This also kept staff ‘on board’ with the program when 
students were asked to leave their classes to attend TFH programs. 
I think it would be a good idea [for TFH] pre program when they start to deliver, sit down with 
the [staff] that will be involved at the school and…maybe go through what’s to come, so that we 
would have a good knowledge of what to expect every week. But not only that, then there 
would be opportunities to embed some of that into our curriculum directly, so then there’s...a 
follow-up period where we go from delivering it to like a short number of kids to perhaps a 
whole year group...I think that would work a little bit better. Give the program a bit more 
strength and credibility, across the school, rather than just for that select number of kids that go 
every week. (Teacher) 
I do think it has a very positive effect on the kids, and the wider community, the school as 
well…but I do think that it needs to be a little more upfront about what it delivers to teachers 
...even if it was just the Year Advisers, and the Year Advisers deliver that at a staff meeting or 
something like that…transparency is like, the utmost important thing when running a 
program…you have to remember that kids are getting taken out of classes. So...if you have 
teachers on board, and they understand why they’re being taken out, then the teachers will be 
like, ‘Yep that’s okay, no worries. This is what you’ve got to catch up on’. (Teacher) 
Such meetings could also capitalise on the expertise of the schools’ teachers, who could generate 
ideas for effective forms of implementation for their students. 
If we have a staff meeting at the start of the year and we’re able to deliver what the outline is of 
the course and…maybe open it up to suggestions as well, to get teachers’ perspectives on what 
could be delivered as well…no-one knows our kids better than the teachers here. I think to say, 
‘That might not work but you can try’, or...‘Have you thought about maybe doing this instead’...I 
can’t think of anything specific, but I think a bit of an open-ended program… everyone would 
benefit from that. (Teacher) 
Some staff commented that they felt uninformed and unprepared before the program started, and 
that they would have benefited greatly by receiving more communication. 
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I didn't really know what to expect. So I went with the flow, it would have been nice just to have, 
I know it was given to someone but I just didn't get it, the day plan. But also details and a bit of 
background information…whatever I learned was what I learned on the day. It would have been 
nice to have a bit of background information so I'm not doing two things at once. (Teacher) 
Teachers observed that communication and preparation beforehand could benefit both staff and 
students participating in the program.  
If we had some sort of pack, or information that we could do with the kids beforehand as an 
introduction to what they're doing. Like even a half-hour activity that we could run with the kids 
in preparation for Together For Humanity to give background or context, gets them thinking 
already and will benefit them more on the day. (Teacher) 
Some staff identified that in addition to a pre-program meeting, it could also be beneficial to report 
benefits afterwards.  
I’d love to bring it back to the teachers in a meeting, or a staff meeting, just letting them know, 
‘Look, this is a program we went through for five weeks; this is what the kids learnt; push this in 
your class. Push this in your class’. All teachers…will benefit from something like this. (Teacher) 
Teachers saw a role for themselves as more active collaborators in the processes of both workshop 
planning and facilitation. 
Sometimes the instructors need that assistance to say, ‘Okay, I know this is how the students 
work’, or if I got the schedule delivered to me a week in advance, I could say, ‘Hey I’ll be honest 
with you, this probably won’t work with our kids. The idea is right but different activities, think 
of da da da’. If [teachers] have a schedule of what they’re going to do from weeks one to 
10...even if they send it through early and I’ll say, ‘Okay look, the first two weeks: brilliant. Week 
3 activity: probably not gonna work with the kids that we have’, or, once we go through the first 
two weeks, I realise how the kids engage or not engage I can tell them ‘Look, maybe we change 
it up’. (Teacher) 
Teachers could collaborate to assist in linking TFH content to the standard curriculum. 
[TFH could] try to connect with not just a wellbeing component of the school… If I was delivering 
a Together for Humanity program, I’d go, ‘Oh, I’ve got Year 9s, I know that you’re going to be 
doing this’ and then maybe linking it that way? So when they’re back in the classroom they go, 
‘Oh I understand…this is what it would look like’. (Teacher) 
I’d try to involve the teachers a lot more, just because I know the teachers will be able to have 
that backing up of ‘Hey remember when we did this?’ to the students on a daily basis, whereas 
the people running the program only come in once a week or every two weeks. (Teacher) 
In sum, teachers were keen to be more informed about TFH program content and operations, 
suggesting, in particular, pre-program discussions to encourage wider school awareness of the 
program. Many also requested more preparation for both themselves and their students before the 
programs. Further, staff identified areas where they could offer unique contributions, namely, as 
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collaborators in program development, implementation, and connection with the syllabus. Increasing 
teacher engagement advantages student learning and involvement in TFH’s programs. 
CONCLUSION  
Thus, in the final analysis, TFH programs are effective in assisting students to challenge stereotypes 
and alleviate their fears. Not only did their effects continue outside of face-to-face TFH contact, 
empowering students to deal with prejudice and discrimination, but teachers confirmed these effects, 
and often themselves benefited from enhanced intercultural understandings. TFH programs enabled 
respectful, sometimes tough, conversations within constructed spaces of equality and reciprocity, in 
which participants renounced any pretension to cultural ascendancy. In allowing and fostering 
openness to others’ backgrounds, stories, and traditions, TFH programs promoted the acquisition of 
empathy and mutual acceptance and belonging. Students gained a language to critique social media 
for instances of bullying and bigotry, while also recognising social media’s potential to achieve 
solidarity and refuge across cultural divides. Students were able to extend this critique to negative 
social aspects of school culture, such as peer pressure and antisocial behaviour. They gained skills and 
confidence not just interacting with people with different cultural backgrounds, but also in general 
communication and friendship building. In all this, they discovered within cultural difference their 
common humanity and interdependence.  
Schools evaluating the TFH Good Practice Programs also noted these gains, sometimes noting positive 
effects on indices such as suspension rates and attendance rates, and whole-of-school change 
towards greater inclusion and acceptance. TFH has also proved flexible in responding to school-
specific needs in relation to discrimination. As noted, it is regarded as effective in bringing about 
changes in attitudes and behaviours for students and also for teachers. TFH, which currently 
comprises a small team of highly committed people with some dedicated volunteer support, brings 
members of communities together to experience the benefits.  
In review, it is of note that there were no inadvertent negative effects of the TFH programs in any of 
the received feedback. There was discussion about the future possibility of a whole-school community 
approach, which involved parents and carers—with students having increased ownership of programs 
and also about improved communications with teachers. Readers should consult the 
‘Recommendations’ section in relation to suggestions about strengthening the programs. However, in 
order to implement the key recommendation of a ‘whole-school approach’ and other remaining 
recommendations (all arising from participating school communities who widely praised TFH 
programs), resources matching that task would need to be identified and allocated.   
RECOMMENDATIONS 
Based on the qualitative findings of our evaluation, we recommend the following four principles along 
with the additional recommendation related to TFH program mechanisms that underpin the TFH 
review for implementation.  
1. Principle: Whole-school community approach  
This principle recognises that all aspects of the school community can impact students. It involves all 
members of the school community—that is, students, staff, parents, and other community 
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members—in a collaborative, strategically constructed, and holistic approach (Department of 
Education and Training, 2017). There are many potential strategies for a whole-school approach, and 
this in itself is worthy of research. Here we present some suggestions from evaluation participants. 
Strategies 
Schools. Currently, a small group of students in each school experiences TFH programs, while their 
peers outside the group do not. A larger number of students in the school participating in TFH 
programs would have increased likelihood of influencing peers. One approach could involve a whole 
grade/stage process. In high school, if, for example, all Year 7 students experienced TFH in their first 
two terms, and if this was repeated each year, it would be expected that the wider school culture be 
influenced. In primary schools, where one teacher takes children in their class for all subjects for the 
whole year, mechanics of implementation might mean that a group of teachers within each primary 
school would train in TFH practices and be regularly supported in integrating these by TFH team 
facilitators.  
Parents and carers. Expanding parents and carers’ active engagement. Some examples given 
included TFH involvement at Parents and Citizens Association level and TFH connecting with parents 
and carers in wider school cultural diversity events. TFH might also consider starting programs with 
younger age groups that, as part of a whole-school approach, could also engage parents and carers.  
Teachers. Many teachers commented they would like to be more active collaborators with TFH. TFH 
should seek greater engagement with school staff, including strengthening communication (aiding 
preparedness) and collaboration. Pre-program discussions between TFH team members and teachers 
would assist this. A repeated suggestion from teachers was that TFH provide an information package 
before the start of TFH programs in their school. Some teachers wanted to receive program activities 
for each week (e.g., each week of a 10-week program) in advance so they could be more actively 
engaged. Other teachers suggested face-to-face information sessions with staff. Such strategies 
would also contribute to building teacher capability.  
Student teachers. TFH could investigate the possibility of taking student teachers doing practical 
experience training. Student teachers could assist with TFH program development and support 
teachers in schools through, for example, co-development and implementation of Good Practice 
Programs.  
Students: Student-informed and -led approach. This is also a separate recommendation (see below), 
but in this context could be incorporated as part of a whole-school community approach. TFH might 
also consider providing training to student leaders who could then contribute to shaping TFH 
programs in their school and work with student peer groups across a cohort.  
Opportunities for informal reinforcement of TFH learnings within the school community. Social 
processes and activities accompanying the actual TFH program learning were found to be an 
important adjunct to the program. Consequently, increased awareness of how TFH program learning 
plays out in people’s lives in informal situations is useful. Examples given included interactions riding a 
bus to and from TFH programs/activities, students’ discussions with teachers and each other such as 
in the playground after TFH programs, and discussions on unrelated school outings such as camping.  
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2. Principle: Student ownership of programs  
Strategies 
Students’ feedback was that they like being involved and giving their viewpoints in TFH programs and 
evaluations. Further involvement could be encouraged. Once the foundations of the TFH program are 
taught in any school/group, students could be supported to gain ownership of it, such as by enabling 
them to prepare and deliver input into the program. For example, opportunities could be provided for 
student-led sessions. Quite a few teachers made this recommendation, summed up by one as ‘give 
more power to the students’.  
Consideration should be given to students in TFH Interschool programs working together on ‘real 
world’ projects of their devising.  
3. Principle: Increased inclusivity 
Strategies 
Gender. While some TFH programs are gender informed, gender needs more emphasis in TFH 
programs.  
Atheism. Explicit inclusion of atheism in TFH programs would provide increased opportunities for 
students to be exposed to people who have faith as part of their practice and cultural tradition and 
those who do not. This is vital in promoting an understanding of what unites people of faith and 
people of no professed faith as human beings.  
Australian Aboriginals. Discrimination against Australian Aboriginals is extremely widespread in 
Australia with resulting major detrimental impacts. TFH programs should strongly consider an 
increased focus on Aboriginal experiences, integrating Aboriginal viewpoints.  
TFH has the strength of flexibility designing elements that meet stated school needs. TFH programs 
could include a locally grounded component when appropriate where there is discrimination 
occurring for particular cultural and religious groups in specific locations or time periods within 
Australia. Examples include prejudice and discrimination currently heightened against black Africans 
in Australia and the rise in discrimination against Sikhs in particular areas in Australia.  
TFH could consider becoming more explicitly involved in mental health/mental wellbeing from an 
intercultural and interfaith perspective. 
4. Principle: Social media utilisation 
Strategies  
Development of a social media strategy that focuses on social media as a site for communication and 
exchange rather than primarily dissemination is recommended (NB: the online resources offered 
remain very useful). For example, there could be a chat site bubble for schools who have questions 
about the program. A social media strategy may not be a short-term priority but could be developed 
in the longer term.   
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5. Program mechanisms  
Strategies  
Start TFH programs earlier, i.e., with younger children. Expanding work with primary schools to 
include younger children with more regular and shorter sessions rather than whole-day activities 
should be considered.  
TFH could provide foundational Good Practice Program resources. Schools could then adapt these 
to their specific contexts, as teachers universally reported finding Good Practice Program 
development very time consuming. For example, TFH might offer a basic program template that 
teachers could refine in response to the needs of their students. 
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APPENDIX 1 
Interview and Focus Group Schedule Prompts 
Evaluation of TFH schools programs effectiveness in promoting inter-cultural understanding, 
connectedness and belonging. 
PRIMARY & SECONDARY SCHOOL CHILDREN  (wherever necessary any unfamiliar terms will be 
explained in language suited to the participant’s level of understanding (see resource PRISM 
readability toolkit available at 
https://www.kpwashingtonresearch.org/files/1814/1062/9858/PRISM_readability_toolkit.pdf  
INTRODUCTION 
Thank you for agreeing to take part in this research project, helping us find out about what you think 
and what you know about: culture; intercultural relations; anti-discrimination and; belonging. 
Do you have any questions you would like to ask before we start? 
We would like to begin by making sure you (or the group) feel comfortable sharing your thoughts. 
The focus of questions will be on your understandings /experiences which have positive associations 
for you and people in your community, I don’t think you (anyone in the group) will feel any distress, 
but if you want to stop at any time please let me/us know. Everything we discuss will remain 
confidential and you can withdraw from the project at any time without giving a reason. 
DEMOGRAPHIC QUESTIONS 
Age – date of birth: 
Gender: 
Ethnicity/ Cultural Background: 
Faith/Religion: 
Suburb where you live: 
Together For Humanity Program: which program/s____________________ when________________ 
Pre and Post Interview/Focus Group Prompts 
1. If you asked someone ‘what does ‘culture’ mean to you?’ what might they say? 
2. How do you think they may describe their culture? 
3. What are Australian values? 
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4. Who shares these values? (e.g. family/friends, local community/society) 
5. What does 'belonging' mean to you? 
6. Who belongs in Australia? How do they belong? Why/ Why not? 
7. Can you share what you think might be an example of belonging? 
8. If you asked someone ‘what does ‘anti-discrimination’ mean? What might they say? Can you 
share what you think might be some examples of anti-discrimination? 
9. What is important to you in relation to a) ‘belonging’, b) anti-discrimination and c) 
intercultural understanding? 
10. Is there anything else you or someone else might think is important for us to know about, in 
relation to what we have being talking about, that you have not already said? 
Thank you for your time, we appreciate your contribution. If you would like any further information 
please do not hesitate to contact the research team, contact details are listed on the information 
sheet. 
 
TEACHERS 
Thank you for agreeing to take part in this research project, helping us find out about what you think 
and what you know about: curriculum project development related to inter-cultural understanding, 
anti-discrimination and belonging. Do you have any questions you would like to ask before I start? 
We would like to begin by making sure you (or the group) feel comfortable sharing your thoughts. 
The focus of questions will be on your understandings /experiences which have positive associations 
for you and people in your community, I don’t think you (anyone in the group) will feel any distress, 
but if you want to stop at any time please let me/us know. Everything we discuss will remain 
confidential and you can withdraw from the project at any time without giving a reason. 
DEMOGRAPHIC QUESTIONS 
Teaching Qualifications: 
Other Qualification 
Gender: 
Ethnicity/ Cultural Background: 
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Faith/Religion: 
Suburb where you live: 
Together For Humanity Program: which program/s____________________ when________________ 
Pre and Post Interview/Focus Group Prompts 
1. Describe your involvement in curriculum development with TFH programs in relation to: 
a. inter-cultural understanding 
b. anti-discrimination 
c. belonging? 
2. What TFH program/s does the curriculum development relate to? 
3. What are priorities in relation to curriculum? To program delivery? 
4. What are the successes? i.e. 
a. intercultural understanding? 
b. fostering good practice for school teachers? 
5. Where is there room for improvement? i.e. 
a. encouraging teachers to build on what they do well? 
b. benefiting teachers professional development? 
6. What do you see as most important to the school children? 
7. What do you and other school teachers identify as most important in relation to: i.e. 
a. inter-cultural understanding 
b. anti-discrimination 
c. belonging? 
8. Is there anything else you or someone else might think is important for us to know about, in 
relation to what we have being talking about, that you have not already said? 
Thank you for your time, we appreciate your contribution. If you would like any further information 
please do not hesitate to contact the research team, contact details are listed on the information 
sheet.  
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